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Abstract
Despite the efforts of many, bullying behaviors continue to be on the rise in schools.
However, limited research has been conducted to support the bullied population of
students through positive culture initiatives in the classroom. The purpose of this basic
qualitative study was to explore teachers’ support for the bullied population of students
through positive culture initiatives in the classroom. The conceptual framework was
based on ecological systems theory related to bullying involvement and classroom
initiatives, as well as the portion of the role construction theory focused on positive
communication and relationships. This study was conducted in a school district in the
Southwestern United States. Data were collected from individual interviews with 14
experienced teachers with at least three years of teaching experience teaching one of the
main disciplines within the curriculum. Data analysis involved open coding and
categorization to identify patterns and themes. Results revealed that teachers are
genuinely interested in utilizing positive classroom initiatives in creating a classroom that
is conducive to learning. Further, results indicated that it would be useful to conduct more
studies to explore teachers’ support for bullied students through positive culture
initiatives in the classroom. This study contributes to social change by providing
instructors and educational leaders with a deeper understanding of the pedagogy teachers
employ in the classroom to support bullied students by using positive classroom
initiatives and how they can create positive classroom environments.
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1
Chapter 1: Introduction to the Study
Given the prevalence of bullying and its potential impacts, preventing all types of
bullying has become a priority for schools (Acosta et al., 2019). This phenomenon is an
underreported safety problem on American school campuses. Contrary to popular belief,
bullying occurs more often at school than on the way to and from there (Sampson, 2016).
Once thought of as simply a rite of passage or relatively harmless behavior that helps
build young people’s character, bullying is now known to have long-lasting harmful
effects, for both the victim and the bully (Sampson, 2016).
There is growing national awareness of the negative and long-term consequences
associated with bullying (Hart-Barnett et al., 2019). For the school, the costs of bullying
are countless hours consumed in tackling a problem that is resistant to change, truancies,
reduced student retention, low teacher morale, negative perceptions of the school by the
wider community, and parent hostility (American Society for the Positive Care of
Children, 2018). The school campus becomes a place where many students are
marginalized and where no-one feels safe (American Society for the Positive Care of
Children, 2018). As a worldwide problem, bullying can occur in any school and is not
restricted to any specific school. School is, therefore, one of the main contexts where
bullying is most felt since it is a place where many children come together (Augusto,
2020). Bullying is sustained harassment over time by one or more students of other
individuals who are viewed by the bullying individuals as especially vulnerable and who
may have difficulty defending themselves. Bullying can take physical or psychological
forms and have negative consequences on the victims to varying degrees (Gil Villa,
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2020). Students who bully others have different motives for doing so. One of the reasons
it is so difficult to prevent bullying is that bullying is an effective behavior. Bullying is
relatively easy to learn and can be ‘traded’ for power, control, respect, status, a sense of
belonging, and other desired outcomes. At the same time, teachers are believed to exert
considerable influence on the tone of their classrooms, and their influence on bullying
may result from interactions with students as a group or individually (Ertesvåg, 2016).
There is no single factor that puts a child at risk of being bullied or bullying
others. Bullying can happen anywhere in cities, suburbs, or rural towns. Among schoolaged children, bullying can be viewed as part of a social dynamic, with varying levels
and bully role behavior among individuals within the same learning environment.
Research has identified several role behaviors in the bullying situation including:
•

being victimized by bullying,

•

engaging in bullying others,

•

assisting or reinforcing the bullying behavior joining in or laughing along,

•

defending the victim, and

•

outsider behavior such as witnessing bullying behavior but choosing not to
act in any way (Malecki et al., 2020).

According to the National Center for Educational Statistics (2019), about 20% of
students ages 12–18 reported being bullied at school during the school year. Of students
ages 12–18, about 13% reported being the subject of rumors; 13% reported being made
fun of, called names, or insulted. 5% reported being pushed, shoved, tripped, or spit on;
and 5% reported being excluded from activities on purpose. Additionally, 4% of students
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reported being threatened with harm, 2% reported that others tried to make them do
things they did not want to do, and 1% reported that their property was destroyed by
others on purpose (see Table 1).
Table 1
Types of Bullying.
Types

Percent
Female Male

Total

Bullied at School

23.8

16.7

20.2

Subject of Rumors

17.5

9.3

13.4

Made Fun of, Called Names or Insulted

15.8

10.3

13.0

Pushed, Shoved, Tripped, or Spit on

4.4

6.1

5.3

Excluded from Activities on Purpose

6.9

3.5

5.2

Threatened with Harm

3.6

4.2

3.9

Tried to Make do Things did not Want to do

1.9

1.9

1.9

Property Destroyed on Purpose

1.5

1.3

1.4

Note. U.S. Department of Education, National Center for Education Statistics. (2019).
Indicators of School Crime and Safety: 2018 (NCES 2019-047), Indicator 10
The recognition of school bullying as a pervasive and harmful phenomenon has
given rise to the development of numerous antibullying interventions in the last three
decades. However, even successful programs have failed to produce large declines in
bullying behavior and their effectiveness may be limited to bullying perpetrators who are
not highly popular and to childhood or early adolescence (Garandeau & Lansu, 2019).
Often, teachers and administrators can be unaware of bullying, making it difficult to
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develop appropriate policies that are proactive instead of reactive (Waters & Mashburn,
2017). Bullying and violence, which can bring detrimental effects, are situations that
young people faced in their process of development (Eadaoin et al., 2017).
A growing body of literature suggests that belonging may act as a buffer for
bullying perpetration (Slaten et al., 2019). Other studies imply that social contexts can
either attenuate or exacerbate the effect of individual characteristics on bullying behavior
(Menesini, 2019). Young people are rarely bullied because they are perceived to be like
everyone else. Rather they are often bullied because they stand out in the environment for
being different from their peers’ incidents (Norman & Sullivan, 2017). Research has
shown that children with disabilities are bullied three times as often as children without
disabilities (Espinoza et al., 2019). However, there are no bullying prevention programs
that address the unique requirements of this population (McNicholas et al., 2017). Given
that the ethnic composition of schools is one critical feature from which adolescents
derive their sense of acceptance and belonging at school, ethnic ingroup representation is
a particularly relevant factor to consider when examining the school-related adjustment
of victimized youth and bullying (Espinoza et al., 2019). Bullying harassment can occur
in the absence of an imbalance of power, or it may occur in a way that would be
inconsistent with the repetitive, or potentially repetitive, nature of bullying based on race,
national origin, ethnicity, sex, age, disability, or religion (Whisman & West Virginia
Department of Education, 2017).
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Background
Bullying prevention remains a major focus for schools yet prevention programs
have yielded limited efficacy (Eadaoin et al., 2017). While there are many programs in
the literature, such as the “Olweus Bullying Prevention Program,” as well as various
models and skill-learning programs that are designed to reduce bullying, bullying studies
generally confirm that bullying continues to exist and point to the importance for
developing effective bullying prevention programs (Albayrak et al., 2016). A review of
bullying intervention programs suggests that intervention may be most successful at the
individual student level where students are taught the self-assertion skills, helping to deal
with their negative emotions arising from being bullied, helping the bullies to develop
empathy for the victims, and forming a support group involving the victims and the
bystanders (Eadaoin Hui et al., 2017). Intervention and prevention strategies are crucial
for reducing bullying in schools; therefore, these plans have generally included:
•

having teachers work with students to develop class rules,

•

the presence of cooperative learning activities,

•

reducing social isolation, and

•

increasing adult supervision. These suggestions call for an increase in
practices and policies that promote a positive school climate (Farina,
2019).

Doumas and Midgett (2019) have found that certain school climates are
associated with bullying-related behaviors. When students perceive the school climate as
positive and supportive, bullying-related attitudes and bullying behaviors tend to
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decrease. Further, when students perceive adults at school as supportive, students are
more likely to ask for help with bullying and threats of violence. On the other hand, when
students perceive a school climate as negative, they are more likely to engage in bullying
and students are less willing to seek help when bullying occurs (Doumas & Midgett,
2019).
Within the school environment, teachers can positively impact the school climate
by modeling appropriate attitudes and behaviors, such as caring, empathy, and
appropriate interactions among and between teachers and students. Teachers' behaviors
and interactions with students are considered critical because they influence the social
dynamics in the classroom. Studies have examined how poor teacher-student relations
affect victimization and how teachers' responses to bullying are affected by their gender
and experience (Banzon-Librojo et al., 2017). When a teacher displays a high level of
concern for students, they tend to foster positive climates, including high levels of a sense
of school belonging among their students and a greater peer willingness to defend targets
of bullying. Further, teacher confidence in handling bullying incidents, empathy toward
targets of bullying, and emotional expressiveness are associated with teacher beliefs
about bullying victimization, which in turn are related to bullying victimization in the
classroom (Doumas & Midgett, 2019).
Understanding teachers' capacity to prevent and manage student bullying
behaviors is critical for ensuring the success of schools' antibullying initiatives. Many
teachers reported they felt that they are not prepared well enough to deal with bullying
behaviors. Consequently, they felt they lacked the skills to prevent and respond
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effectively to incidents of bullying, specifically in covert and cyberbullying behaviors.
Teachers wanted to better understand the complexities of the behavior and be exposed to
curriculum learning resources (Lester et al., 2018). Since bullying is influenced by
individual, peer, family, and school contexts, respect and regard for others are required to
be taught from an early age and continued throughout the schooling process (Waters &
Mashburn, 2017).
The students are not the only ones who require bullying education. Teachers and
administrators are required to be trained and provide continuous support to enhance their
abilities to manage bullying dilemmas (Waters & Mashburn, 2017). Research studies
have demonstrated that students’ perception of school satisfaction is related to supportive
teacher-student relationships, teacher support, and a caring and supportive school climate
(Nie et al., 2019). Students benefit when teachers take an active stand against bullying,
are effective in decreasing bullying, and support antibullying norms. Teachers have both
the authority to address inappropriate behavior and the moral obligation to keep students
safe (Farley, 2018). However, not all teachers perceive bullying as serious, know how to
intervene and prevent bullying, or have the confidence to manage disruptive behavior.
This points to the importance of educating teachers about bullying and strengthening
teachers as support in the school settings (Nie et al., 2019).
Danielson and Jones (2019) stated that many students who seek out teachers for
help when getting bullied in the classroom report receiving unhelpful support. This
highlights the teacher's role in modeling and setting norms for acceptable behaviors in the
classroom. Social isolation of school children is increased when teachers feel unable to
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respond to children’s reports of witnessing or experiencing aggression at school.
Teachers can find it difficult to respond adequately to children who report aggression
when the aggression is deliberately hidden from the teacher by the perpetrator (BanzonLibrojo et al, 2017). Perceived conflict with teachers has been shown to have a significant
positive effect on students' engagement in active bullying for students. Social status and
student-teacher relationships integrate and shed light on which roles are taken by young
adolescents in school bullying (Longobardi et al, 2018). In a study conducted by Nelson
et al. (2019), they found that most teachers understand the importance of children’s social
development and child-teacher relationships and that the social environment of the
classroom is integral to children’s learning outcomes, happiness, and professional identity
of teachers. However, the increasing complexity of aggression and bullying places a
burden on teachers as they seek to meet the social demands of children along with
curriculum demands. Despite the attention given to the issue by academics and the
popular press, it has been suggested that teachers’ influence on peer relationships and
peer aggression is understudied (Nelson et al, 2019).
Research suggested that student perceptions of teachers’ efforts to intervene in
bullying situations are related to levels of school-related bullying. How students
perceived teachers’ antibullying behavior as related to bullying, however, is unclear.
Given the relationship of a sense of school belonging to both teacher attunement toward
victimization and bullying victimization, a sense of school belonging may serve as the
link between students’ perception of a teacher's stance toward bullying and bullying
victimization (Doumas et al., 2019). Involving teachers in delivering guidance programs
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addressing bullying has further benefits. Teachers may integrate antibullying themes
within the school developmental guidance programs and values education programs so
that nonviolence and tolerance can be presented as a consistent message to all students
and highlighted as the ethos of the school. Also, teachers act as role models for students.
Supportive teacher-student relationships will encourage students, whether victims or
bystanders to seek help. Teachers may foster attitudes such as acceptance, respect,
tolerance, and forgiveness and relate their importance to interpersonal relationships and
social harmony (Eadaoin et al., 2017). These initiatives can help in showing support for
the bullied population of students and create a positive culture within the classroom.
School policies enabling of good practice and providing teachers with specific
guidance on how to engage in prevention and intervention where bullying may occur is
essential. The methods that can be used to prevent the bullying are primarily positive,
warm, sincere. In addition to these methods, including loving environments in which
parents, teachers, and administrators actively cooperate and act as role models,
reinforcing positive behaviors, and openly controlling unwanted behaviors by
consistently applying rules that do not include physical punishments all have shown some
impact on bullying prevention (Akay, 2019). Preventing school bullying and promoting
the values of harmony and forgiveness in schools develops school culture and serves as a
way of combating school bullying.
There are many opportunities across the curriculum to challenge students to think
about their attitudes, correct misinformation, and raise awareness about bullying incidents
(Norman & Sullivan, 2017). The effectiveness of antibullying interventions has shown
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that the incidence of bullying cannot be reduced by implementing the curriculum alone
but an integrated whole-school approach to bring together those who are bullies or
victims as well as families. It is not to develop strict policies towards bullies in schools
but to develop strategies that are low and ineffective, contrary to what is believed (Akay,
2019). Strategies that are believed to be effective in preventing bullying and are
important in creating school and home activities for behavioral change include
establishing a moderate, compassionate school policy or school culture that combats
bullying and includes all staff and families. Research indicates that involving families in
school efforts to prevent and manage bullying behavior is essential to success. Parents
can influence their children's involvement in bullying situations by modeling positive
social behavior, offering advice about appropriate responses to bullying, and encouraging
help-seeking behaviors (Lester et al., 2017). The program or policy to be formed may be
conducted by a team led by the school guidance service, where teachers, administrators,
and parents are given training on bullying and where experts are also involved. The
methods and strategies to be used to prevent bullying are required to include an effective
assessment as well as prevention and intervention (Akay, 2019).
Reductions in bullying prevalence in schools can be achieved using evidencebased whole-school approaches, drawing upon effective proactive and reactive strategies.
This involved the contribution of agreed and well-implemented antibullying policies,
preventative action employing social and emotional learning, bystander intervention, peer
support, and the use of appropriate antibullying intervention methods (Nickerson &
Rigby, 2017). Hence, at the center of a whole-school approach is the creation of positive
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school culture. This fosters respect for students who are economically disadvantaged,
who are racial and ethnic minorities, who are disabled, or have other conditions that may
deem different by other students. School culture influences every aspect of school life
and is the determinant factor in the success of schoolwork in addressing bullying
(Norman & Sullivan, 2017). Attention is drawn to a variety of resources that have
become available to promote a deeper understanding of school bullying and to address
the problem more effectively (Nickerson & Rigby, 2017).
Research supports the effectiveness of whole-school models that include students,
administrators, teachers, and support staff if bullying programs are to be effective
(Letendre et al., 2016). The schoolwide teaching and reinforcement of the skills that
prevent and intervene in bullying behaviors are an important part of any program
development for dealing with peer victimization. The importance of teacher knowledge
and skill development and the willingness to intervene in bullying situations are
important factors in decreasing aggression and bullying behaviors in schools. When
teachers show a willingness to use interventions to help victimized youth, there is less
peer victimization and greater willingness to help other students by peers (Letendre et al.,
2016). Increasing awareness about bullying and teaching methods to intervene better
prepare teachers and staff to prevent or decrease the interactions that are hurtful to
children. When school staff are included in bullying prevention efforts and have access to
resources, they are more likely to feel comfortable intervening. It is important therefore
to engage teachers and staff in the development, modification, and evaluation of bullying
prevention programs if the programs are to be effective. Support staff can provide
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guidance and resources that will help teachers to reinforce the behaviors that have been
taught. Given that teachers and school staff are often the primary implementers of the
schoolwide interventions, we understand their perspectives to determine the factors that
contribute to the success and barriers that interfere with effective schoolwide
interventions (Letendre et al., 2016).
One study found that teacher behaviors are more important in ‘bullyproofing’
than an official school policy (Brewer, 2017). Therefore, positive teacher and peer
support predicted the reduced probability of bullying victimization among students
overall, but low support levels among students can negate this effect. Interventions to
address covert bullying of students is important to focus on whole-school approaches that
reduce opportunities for the victimization of students (Moffat et al., 2019). In efforts to
prevent bullying in schools, all school stakeholders are essential for involvement in
strategies for success. A comprehensive program involving all elements will be more
effective at preventing bullying and improving school safety than focusing on some
students through an individual approach (Dardiri et al., 2020). While there is current
research examining the issue of bullying in schools, there is little research that focused on
teachers’ support for the bullied population of students through positive culture initiatives
in the classroom.
Problem Statement
Little is known about teachers’ support for the bullied population of students
specifically through positive culture initiatives in the classroom. Bullying has been
conceptualized as a phenomenon that focused mainly on individuals and individual
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behavior (Juva, et al., 2020). How teachers understand and perceived student behavior
have influenced their reactions and interventions when responding to aggression. In
particular, the perceptions and understanding teachers have regarding bullying have
shaped how bullying is addressed in schools and classrooms (Rose et al., 2018).
Successful approaches for decreasing bullying among youth hinge on the competence of
teachers, yet teachers’ perceptions of bullying often differ from those of students (Rose et
al., 2018). This is the reason, when students have concerns or problems, they often turn to
each other for support instead of consulting with parents, teachers, counselors, or
administrators (Carter, 2019). This kind of peer influence may be the strongest single
motivational force in a student’s life. Though students can exert negative influences on
one another, they can also be strong positive forces (Carter, 2019). They can act as
positive role models, demonstrate appropriate social behavior, and listen to and
understand the common frustrations and concerns of other students. This peer support can
be a valuable social support for many students who felt socially alienated (Carter, 2019).
According to Ertesvåg (2016), students who bully others have different motives for doing
so. One of the reasons it has been so difficult to prevent bullying is that bullying is an
effective behavior. Bullying is relatively easy to learn and can be ‘traded’ for power,
control, respect, status, a sense of belonging, and other desired outcomes. At the same
time, teachers are believed to exert considerable influence on the tone of their classrooms
and their influence on bullying may result from interactions with students as a group,
class, or individually (Ertesvåg, 2016).
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Despite decades of research into school bullying and the subsequent
implementation of antibullying policies and programs in schools, large numbers of
school-aged students continued to report they are routinely subjected to bullying from
their peers (Horton, 2019). Research indicated that environmental and psychosocial
factors may play an important role in the change to minimize bullying behaviors in
schools (Slaten et al., 2019). Findings from largely cross-sectional investigations have
suggested that classroom practices, teachers’ attitudes, and the broader school
environment played a critical role in understanding the nature and prevalence of
aggression, bullying, and victimization which is described as the character and quality of
the school culture (Espelage et al., 2019).
Bullying behavior is an intentional act of aggression directed towards students
who have less status or power and unfortunately can result in academic deficits, interparental violence, and detrimental psychosocial outcomes (Slaten et al., 2019). Students
who are of normal intelligence, whose academic background, home environment, and
collective identity, may be vulnerable to bullying (Carter, 2019). These conditions may
include emotional or behavioral problems, truancy, low academic performance, showing
a lack of interest in academics, and expressing a disconnection from the school
environment which may make them vulnerable to bullying and future academic failure
(Carter, 2019).
Austin, Reynolds, and Barnes (2016) found that bullying activity increased in
elementary school, peaked in middle school, and began to decline in high school, and
according to their report, bullying overall is increasing. They emphasized the importance
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of administrators to develop a school-wide bullying program that was based on school
policies. These programs prepared teachers to prevent or decreased bullying interactions
by increasing awareness about bullying and intervention methods. They also helped
students to think ahead to determine more appropriate behavioral strategies in potential
bullying situations (Ostrander et al., 2018).
A national study conducted by Save the Children (2016) showed that 17% of 11year-olds have acknowledged that they bullied other students at least three times in the
previous month, the percentage of 13- and 15-year-olds, respectively, being 23%. The
data revealed: 1 in 4 children was repeatedly humiliated at school, in front of their
colleagues; 1 in 6 children was repeatedly beaten; 1 in 5 children repeatedly humiliated
another child at school; 3 out of 10 children are excluded from the group of colleagues;
and 73% of the children witnessed bullying in the school environment. This phenomenon
of aggressive actions usually takes place within the school, appeared to be universal, and
can be observed in almost all classrooms. In short, bullying is aggressive behavior,
manifested through a set of negative actions that aimed to cause physical or emotional
distress to one or more students who are unable to defend themselves (Meszaro et al.,
2020).
All students in a school are impacted by bullying and when bullying is more
frequent students have a lower sense of safety (Austin et al., 2016). They also found that
when students perceived teachers to be fair and the school to be a welcoming safe place
the probability of bullying is lowered. Bullying decreased the sense of safety at school
and created emotional stress for all students. School personnel are required to be aware of
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the emotional impact of bullying on witnesses and engage in practices to promote
positive behavior, increase empathy, and negate the stress of witnessing bullying.
Therefore, a school-wide program based on school policy in which teachers and staff are
active participants is important to protect all students (Austin et al., 2016).
School climate and culture can be discrepancies among students and staff
concerning awareness of problematic peer behavior and teacher willingness to intervene
(Armstrong, 2018). The ethically undesirable results of bullying can be perceived in the
everyday dilemmas of teachers as they seek to negotiate the often-unpalatable
recommendations about how to respond to student behavior in school (Armstrong, 2018).
At a basic level, teachers often have discrepant perspectives on bullying rates in
comparison to their students (Espelage et al., 2019). Many teachers are unaware of how
serious and extensive the bullying phenomenon is within their schools and are often
ineffective in being able to identify bullying incidents (Espelage et al., 2019).
The bullying phenomenon has become a serious relationship problem in which
children used power through frequent acts of aggression to intimidate and control others
and made others feel powerless in their relationships (Lai & Kao, 2018). To date,
numerous individual factors have been identified that can place children and adolescents
at risk for involvement in bullying behaviors including sex, age, low self-esteem, and
social anxiety (Lai & Kao, 2018). For example, for students with disabilities, the risk for
direct bullying involvement may be far greater than for students without disabilities.
Bully-victimization rates are 1 to 1½ times higher than the national average for children
with disabilities (Blake et al., 2016). Individual factors, including race, have also been
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identified to date that may place children at risk for bullying involvement (Larochette et
al., 2010). The importance of the school's environment on bullying behaviors has also
been highlighted, as most of the bullying occurs at school (Lai & Kao, 2018).
Schools represent important institutions that have the potential to shape the nature
of social relationships and bullying behaviors amongst peers. An emerging body of
evidence suggests that ethnic congruence in school, which is the numerical representation
of same ethnicity peers, reduced the level of risk for bullying (National Academies of
Sciences, 2016). To tackle adolescent bullying and identify students most vulnerable to
being bullied, it was essential to examine both occurrences of bullying behaviors and
students’ likelihood of reporting bullying (Lai & Kao, 2018). Sustained implementation
of evidence-based practices in schools are necessary for providing the academic and
behavioral supports students to be successful and safe (Nese et al., 2016). Research has
shown that all students, and specifically students with or at-risk of emotional and
behavioral concerns benefited from learning environments that are consistent,
predictable, positive, and safe (Nese et. al., 2016). Each student and teacher have a role in
making school a safe and considerate environment that fostered learning and beneficial
social-emotional relationships (Hart-Barnett et al., 2019). Research also showed that
school culture has an important effect on the prevalence of peer bullying and has been a
problem present in schools all around the world and met by students and teachers daily
(Pečjak & Pirc, 2017).
Bullying prevention remained a major focus for schools yet prevention programs
have yielded limited efficacy. This suggested that efforts to make the programs more
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salient for youth may result in greater reductions in bullying behavior (Ybarra et al.,
2019). Teachers are encouraged to address bullying from a positive youth development
paradigm, stressing the importance of competency building where students learn
appropriate social skills, emotional management skills, and the ability to understand
others’ emotions, to appreciate and forgive others. Teachers are also encouraged to
incorporate antibullying elements in the form of classroom curriculum to be delivered in
the schools’ regular curriculum (Nese et al., 2016). Enhancing students’ knowledge about
bullying and positive ways of handling it through classroom discussions and activities is
more effective as an intervention strategy (Nese et al., 2016). How teachers support
bullied students through classroom interventions is a vital area of research (Nese et al.,
2016). The whole-school approach to reducing bullying is in the spotlight. Although
studies have addressed contextual factors such as classroom norms and school climate, a
specific characteristic of teachers has not been investigated yet (Song et al., 2015).
Therefore, to understand teachers support for the bullied population of students through
positive culture initiatives in the classroom, it is important to conduct a study to
understand teachers support for the bullied population of students through positive
culture initiatives in the classroom (Nese et al., 2016).
Purpose Statement
The purpose of this qualitative study was to examine teachers’ support for the
bullied population of students through positive culture initiatives in the classroom. As an
international phenomenon, school bullying occurred at similar rates in disparate cultures,
countries, and educational settings. There is growing national awareness of the negative
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and long-term consequences associated with bullying (Hart-Barnett et al., 2019).
Although few school climates studies have used student self-report and aggregated
student data at the school level, informants approached that considers both student and
teacher perceptions of perpetration and victimization is less common in the extant
literature (Espelage et al., 2019). Although negative and long-term consequences
associated with bullying have been examined, there is little evidence about teachers’
support for the bullied population of students through positive culture initiatives in the
classroom. This basic qualitative study was conducted through interviews with teachers
who work with students.
Research Question
Given that school climate is a multidimensional construct, reflecting different
social contexts, it is important to unpack the most salient aspects of a school culture that
are associated with peer aggression and victimization. This requires the use of measures
that yield reliable and valid indexes of school culture and multilevel statistical approaches
that model the nested nature of students in classrooms and schools (Espelage et al.,
2019). To study the problem and phenomenon, the following research questions were
addressed:
Research Question 1: How do teachers support the bullied population of students
through positive classroom interventions?
Research Question 2: How do teachers create opportunities within the curriculum
to determine positive support for the bullied population of students in the classroom?
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Nature of the Study
The primary focus of this research study was to provide an in-depth understanding
of teachers’ support for the bullied population of students through positive culture
initiatives in the classroom. The study took on a basic qualitative design that
predominantly focused on the element of a social phenomenon. To accentuate a
problematic phenomenon to determine teachers’ support for the bullied population of
students through positive culture initiatives in the classroom, the use of interviews with
14 teachers in middle schools was used. Identifying teachers’ support for the bullied
population of students through positive culture initiatives in the classroom can reduce
bullying behaviors and trust in the school, improve school culture, and increase student
self-esteem through a bullying intervention curriculum (Cipra & Hall, 2019).
Definitions of Terms
School bullying is a pervasive problem found in elementary, middle, and high
schools across the United States and around the world that negatively affects school
mindfulness and academic performance (Tekel & Karadag, 2019).
A Bystander is a student who witnesses a bullying incident. Bystanders may
actively or tacitly encourage the bully, defending the victim, or intervene in the situation
(Coker et al., 2016).
Bully refers to a student who deliberately and systematically intimidates and/or
harasses another child who is weaker (Sangalang et al., 2016).
Bullying is deliberate and continual harassment or intimidation inflicted by a
stronger peer on a weaker peer at school (Sangalang et al., 2016).
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School Culture is defined as the affective and cognitive perceptions regarding
social interactions, relationships, values, and beliefs held by students, teachers,
administrators, and staff within a school (Rudasill et al., 2018).
Bullying Behavior refers to any type of rough behavior that is "deliberately
aggressive" such as name-calling, hitting, mocking, slander, and social isolation. It is an
obstacle to the right to education, which is one of the basic universal human rights
enshrined in the Universal Declaration of Human Rights and various United Nations
Conventions (Cornu, 2016).
Bullying prevention programs are school-based programs implemented in schools
designed to improve peer relations and make schools safer in reducing and prevent
bullying at school (De La Rue et al., 2017).
The Bullied Population of Students are students who are economically
disadvantaged, racial and ethnic minorities, low-income children, children with
disabilities, and any other conditions that may deem different by other students (Williams
et al., 2018).
A whole-school approach defines the entire school community as the unit of
change and involves coordinated action between three interrelated components:
•

curriculum, teaching, and learning.

•

school ethos and environment.

•

family and community partnerships (Goldberg et al., 2019).
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Assumptions
This study assumed that teachers were honest and forthcoming in their interviews
about bullying. It was assumed that teachers could reflect on their experiences as
educators and helped to answer the research questions through interviews. It was also
assumed that process of being interviewed would help evoked memories of collective
experiences about bullying. Finally, it was assumed that teachers would be motivated to
reflect on their classroom practices and student behaviors based on their association with
bullying.
Scope and Delimitations
The scope of this study included teachers’ support for the bullied population of
students through positive culture initiatives in middle school. It included 14 teachers
selected from 4 middle schools within the district. This district was one of the largest
districts in the state with a student population of approximately 31,000 and a staff of
about 1,500. It covers 46 square miles and stretches across five cities. It had a student
ratio of approximately 26 to 1. As classroom sizes are on the rise and what is considered
too many students in a classroom is questionable, it is important to understand what
strategies individual teachers used that worked for them to help counter bullying of
students in the classroom and positive culture initiatives used to help reduce bullying in
the school.
Most students get their education in a public middle school, therefore; it is
important that the school become a place where students feel safe and the culture of the
classroom becomes one where every student can thrive, and everyone is valued. One
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delimitation in this study was that I have conducted interviews with 14 teachers from an
approximate total of 1,500 potential participants, and thus only from a few of the middle
schools in this district setting. Another delimitation is that I gathered responses from
teachers in the middle grades to determine the support for bullied students through
positive culture initiatives in the classroom.
Limitations
One limitation the study looked at was how teachers support the bullied
population of students through positive culture initiatives in middle school within this
district only. Another limitation was limited to two specific research question which
guided the entire study. The limitation also came in the form of the sample size; as only
14 teachers were interviewed, considering that there are 8 middle school campuses and
about 1,500 teaching staff within the district.
Another potential limitation was my potential bias concerning the topic as this is
one that I am passionate about. Since I had experience in observation and classroom
teaching experience, I brought bias to the data collection process. In addressing this bias,
I allowed my experience as a teacher to help me to understand the teachers’ perspectives
on their support for the bullied population of students through positive culture initiatives
in the classroom while simultaneously stayed attuned to the participants’ responses. I
kept a researcher’s journal throughout the course of the project study, to identify and
record any personal biases, thoughts, feelings, and insights. I used this journal to
minimize bias as much as possible. I wrote in the reflective journal following personal
interviews, when I had questions during the research process, whether those questions
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were/were not answered, how answers were derived, and during the transcription and
coding processes. I also questioned my assumptions to ensure my interview questions
were appropriately managed. I referred to my researcher’s journal to record my biases as
I redirected my focus.
Significance
The significance of this study was to fill the gap in determining teachers’ support
for the bullied population of students through positive culture initiatives in the classroom.
Research has shown the lasting consequences when students experience bullying as well
as when students bully others and teachers, parents, education funders, and students
grapple with this shifting landscape (Youth Truth, 2019). School culture is related to
school bullying and students are at a greater risk of engaging in bullying acts if in their
school there are often conflicts or low morale among students and teachers (Youth truth,
2019). Research findings point to the significance of promoting a harmonious school
culture as a means of preventing school bullying (Eadaoin Hui et al., 2017).
The importance of this study brought awareness to teachers’ support for the
bullied population of students through positive culture initiatives in the classroom. Its
findings benefitted Curriculum, Instructions, Assessments, and Evaluation leaders as they
develop initiatives to incorporate within the curriculum used to inform instructions. The
study had great positive social implications and brought awareness to the bullying
phenomenon and bullying victimization among students in schools. To help students and
schools conquer the bullying situations, no matter what part they play, teachers,
administrators, parents, and students ought to ban together and create a network of
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support and encouragement (Waters & Mashburn, 2017). Because bullying has been on
the rise as research has shown a considerable surge, it has become a significant issue in
schools and created a nationwide debate regarding bullying in public schools and the lack
of effectiveness within educational programs in addressing the issue (Orange & Corrales,
2018).
Transition
In Chapter 2, I present the literature review which informed my study. I discuss
the literature search strategy followed by the conceptual frameworks. I also provide an
analysis of the empirical literature about key factors of the study. I have identified the
gaps in the literature and describe how this study fulfills a gap in the research.
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Chapter 2: Literature Review
Introduction
The purpose of this basic qualitative study was to provide an in-depth
understanding of teachers support the bullied population of students through positive
culture initiatives in the classroom. I conducted this literature review through the
examination of scholarly journal articles, books, dissertations, and internet sources which
provided a thorough an understanding of teachers’ support of the bullied population of
students through positive culture initiatives in the classroom. The use of relevant
materials made a significant contribution to understanding this phenomenon.
Studies to date have predominantly been cross-sectional or have failed to reflect
the social-ecological framework in their measurement or analytic approach. Thus, there
have been limited efforts to parse out the relative contribution of the student, classroom,
and organizational-level factors (Espelage et al., 2019). Existing scholarship suggested
that classroom practices, teacher attitudes, and the broader school environment have
played a critical role in understanding the rates of student reports of aggression, bullying,
and victimization as well as correlated behaviors. A more accurate understanding of the
nature, origins, maintenance, and prevalence of bullying and other aggressive behavior
requires consideration of the broader social ecology of the school community (Espelage
et al., 2019).
Literature Review Strategies
As I conducted the literature review, multiple strategies resulted from using
different sources. The strategies included accessing both Walden’s online library and
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local land-based libraries. More than 125 peer-reviewed, scholarly journals, and books
were reviewed during this process. Online database searches from EBSCO host,
ProQuest, Sage, ERIC, and Google Scholar as well as the school district’s database on
classroom initiatives and classroom bullying were utilized. The following keywords
assisted the search: bullying in schools, bullying behaviors, bullying prevention
programs, bullying in the classroom, bystanders, middle school student behavior, staff
development on bullying, teachers’ perceptions and support, bullied students, school
culture, and classroom initiatives. The research literature provided pertinent data
collection methods or data sources, data analysis methods, and findings to understand this
phenomenon.
Conceptual Framework
Understanding the relationship between youths’ belonging and bullying behaviors
was modeled after Bronfenbrenner’s (1977) ecological systems theory to bullying
involvement. Bronfenbrenner’s (1977) ecological systems theory to bullying
involvement looks specifically at interventions that focus on increasing positive peerlevel interactions, coupled with a stronger sense of school community, or belonging, is
used to provide the conceptual framework for understanding teachers support of the
bullied population of students through positive culture initiatives in the classroom. It
offered a social-ecological theoretical framework for understanding ways to address
bullying and victimization, which included individual, family, peer group, school,
community, and societal factors that refer to the complex relations between the individual
and their immediate setting.
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Bronfenbrenner Ecological Systems Theory
Bronfenbrenner’s theory emphasizes the importance of studying children in
multiple environments, also known as ecological systems, to understand their
development. According to Bronfenbrenner’s ecological systems theory (1977), children
typically find themselves enmeshed in various ecosystems, from the most intimate home
ecological system to the larger school system, and then to the most expansive system
which includes society and culture. Each of these ecological systems inevitably interacts
with and influence each other in all aspects of the children’s lives. Bronfenbrenner’s
ecological systems theory (1977) views a person’s environment as comprising five parts,
each contained within another. These five parts are often illustrated as a system of
concentric or nested circles. At the center is an individual who is affected by
characteristics such as age, gender, and health, which are items that are specific to that
individual. Bronfenbrenner’s ecological systems model is ideal in integrating segmented
parts into understandable pieces and allows for a more complete analysis of socialenvironmental factors that impact human behavior.
The Microsystem
The first layer is the microsystem. The most direct influences are within the
micro-system level, which consists of individuals or groups of individuals with whom the
person has interactions. Bronfenbrenner (1994) depicts the microsystem as a pattern of
activities, social roles, and interpersonal relations experienced by the individual in a
direct setting such as family, with physical, social, and symbolic features that would
invite, permit, or inhibit engagement in sustained, progressively more complex
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interactions with the immediate environment (Hong et al., 2010). In this circle are those
people closest to an individual with whom they interact face-to-face, such as parents,
siblings, fellow students, teachers, and friends. Bronfenbrenner (1994) argued that
children learn their habits, temperaments, and capabilities at this level. Three microsystem-level factors, in this case, are individual characteristics, the parent-child
relationship, and peer victimization. The micro-system-level analysis suggests that
bullying assessment should consider the individual’s relationships with parents and peers
(Hong et al., 2010). Because teachers and school staff members have the most frequent
contact with youth, teachers’ support for the bullied population of students is important in
the school context as a student, teacher, and school staff involved in peer conflict
resolution is crucial.
Individual Characteristics
Individual Characteristics covers socio-demographic characteristics, such as age,
gender, and race or ethnicity, which are frequently examined predictors of bullying
behavior in school (Espelage, 2014). Many studies report that boys, in general, are more
likely to engage in bullying than girls. Research also supported the notion that girls are
socialized to exercise more relational forms of aggression or social bullying, yet boys
engage in multiple forms of aggression (Espelage, 2014).
What, perhaps, is more important than gender differences is the notion that
bullying is a gendered phenomenon where youth are targeted by either same- and othersex peers in attempts to gain social status (Faris & Felmlee, 2011; Rodkin & Berger,
2008) or to marginalize lesbian, gay, bisexual, and gender-nonconforming youth
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(Espelage et al., 2008; Robinson & Espelage, 2011). Further, developmental trends
indicate that bullying is a precursor to the use of homophobic epithets, which is, in turn,
associated with sexual harassment during middle school (Espelage et al., 2012; Espelage
& De La Rue, 2013) and is associated with teen dating violence in high school (Espelage
et al., 2014; Miller et al., 2013).
Parent-Child Relationship is one of the most important relationships in a child’s
life. Strong parent-child relationships can potentially be a protective factor against
violence. Unfortunately, few studies have specifically examined the association between
parent-child relationships and violent behavior (Hong et al., 2010). Negative parent-child
relationships may result in negative peer relationships in school, which potentially result
in violent behavior. Several researchers reported that a negative parent-child relationship
or the lack of such a relationship is significantly associated with violent and suicidal
behaviors among youth (Hong et al., 2010). Therefore, teachers and school administrators
to encourage parents to be involved in their children’s school activities and provide an
arena in which parents can meet with teachers and other youth. School administrators is
responsible to establish networks where parents can be aware of their children’s academic
and social life in school (Hong et al., 2010).
Peer Victimization is a problem among children and adolescents worldwide that
negatively impacts youth development and holds the potential for long-term emotional
harm as damage can follow individuals into adulthood. Peer victimization is the receipt
of peer aggression or intentional harm aimed at a peer. Peer victimization can include
physically violent acts, verbal assaults, relational, social, or indirect aggression, covert
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behavior meant to harm one’s reputation or social relationships, property damage, or a
combination of these forms (Ting-Lan et al., 2019).
This Micro-level system of behavior sometimes encompasses bullying, a specific
form of peer victimization that includes an imbalance of power between the aggressor
and victim, and repetition of the phenomenon (United States Department of Health and
Human Services, 2014). To address bullying and peer victimization, school-based
intervention programs may include a component aimed at increasing defending, in hopes
that more prosocial bystander behavior will lead to less peer victimization (Ting-Lan et
al., 2019). Theoretically, individual differences (e.g., empathy) and factors in a child or
adolescent’s ecology (e.g., political climate) may influence how they react in peer
victimization situations.
Studies report that overweight and obese youth of both genders are at increased
risk of peer victimization in school (Espelage, 2014). Studies found that children with
depressive symptoms were significantly more likely to be victimized by their peers than
children without a history of depression. Disability status is a significant predictor of peer
victimization. Students with disabilities have been consistently overrepresented within
the bullying dynamic as bullies, victims, and bully-victim (Espelage, 2014). Health status
and psychological functioning can also place youth at risk for experiences of Health
status and psychological functioning can also place youth at risk for experiences
(Espelage, 2014).
The social-ecological perspective of youth development (Espelage & Swearer,
2004), based on Bronfenbrenner’s ecological model (Bronfenbrenner, 1979), places
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individuals and their biology, cognition, and behaviors at the center of the model. Peer
networks are factors that may also affect the development or interact with individual
differences. This model suggests that behavior occurs through interactions between the
individual and the individual’s environment (Ting-Lan et al., 2019).
The Mesosystem
The second layer is the mesosystem, where relationships from multiple
microsystems connect. This layer is important for analyzing the strength of interactions.
Mesosystem encompasses interrelations among two or more microsystems, each
containing the individual (Bronfenbrenner, 1977). These interactions are between and
among family, peers, and schools. Relations among students, teachers, and administrators
matter. If a teacher and parent are in frequent communication, then they can make sure
that good habits are practiced in both home and school. However, if the teacher and
parent never speak, they might be teaching the child contradictory lessons. According to
the ecological systems theory, even contradictions over small things, such as taking shoes
off when entering a home, can cause confusion and frustration for a young child. There is
no doubt that teachers and school officials can influence students’) relationships with
their peers and their perceptions of the school environment (Espelage, Polanin, & Low,
2014).
The Ecosystem
The third layer is the ecosystem. This layer encompasses factors that the child
does not cause or affect. This includes the neighborhood, local community, health and
social services, business, and mass media (Ecological Systems Theory, 2018). The
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ecosystem comprises aspects of the environment beyond the immediate system
containing the individual, including neighborhoods. Because schools are embedded in
neighborhoods, an unsafe neighborhood environment can influence bullying behavior due
to inadequate adult supervision or negative peer influences. Despite the documented
relationship between community violence and externalizing behaviors such as to conduct
problems, delinquency (Bacchini et al., 2009; Espelage et al., 2000), there are relatively
few studies that have investigated how bullying is influenced by experiences in
environments outside of school, such as neighborhoods. There is a strong reason to
postulate links with both perpetration and victimization, given the disruption in adaptive
peer relations and behavioral control that may be associated with features of community
violence exposure (Espelage et al., 2000).
The Macrosystem
The fourth layer is the macrosystem. This consists of the culture, subculture,
social class, ethnic group, and religious tradition in which the child lives. This is the
broadest layer and can contain many different groups. The macrosystem changes over
time, and the child might play a small part in those changes. These changes also affect the
child’s values and opportunities in life (Ecological Systems Theory, 2018).
The macrosystem level is regarded as a cultural blueprint that may determine the
social structures and activities that occur in the immediate systems level (Bronfenbrenner,
1977). Bullying, like other forms of aggression, varies across cultures and contexts
(McConville & Cornell, 2003). Sociological theorists assert that school norms can
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perpetuate inequality, alienation, aggression, and oppression among the students about
their race or ethnicity, gender, and socioeconomic background (Espelage et al., 2014).
The Chronosystem
The last and largest layer is the chronosystem, a concept Bronfenbrenner
articulated in 1986. The chronosystem is the temporal, or time-based layer, consisting of
changes or continuity in the pattern of an individual’s social interactions. Here the types
of friendships, responsibilities, and conflicts that a person has changed depending on the
student’s biology as the students are better able to solve complex problems. According to
the Ecological systems theory, environmental changes are also affected by the child’s
relationships and their perceived impact on others (Ecological Systems Theory. (2018).
The chronosystem level includes consistency or change such as historical or life
events of the individual and the environment over the life course like family structure
changes. Studies have documented that changes in life events such as divorce can result
in negative youth outcomes, such as peer aggression (Breivik & Olweus, 2006).
According to Hetherington and Elmore (2003), preadolescent children in divorced or
remarried families exhibited higher levels of aggression, noncompliance, disobedience,
inappropriate classroom conduct, and decreased level of self-regulation (Espelage et al.,
2014).
Furthermore, this study will also look at further contributions from the theoretical
framework of Siris and Osterman (2004) whose cognitive processes are justly linked to
students’ emotional, psychological, and physical health as it aims to provide a broader
understanding of bullying and developed strategies to address these issues within the
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curriculum. According to Siris and Osterman (2004), bullying is an inevitable part of
growing up but is hurtful and debilitating for the victims. Many eventually escape with
only painful memories; for some, however, the repeated slights, harassment, rejection,
and sense of isolation lead to violence oftentimes against themselves or others. As seen
with the Virginia Tech shooting incident, analysis indicates, the risk factors among racial
and ethnic minorities as identified in the Virginia Tech case are complex and
multifaceted (Virginia Tech Review Panel, 2007). The victim spoke very little to his
parents and avoided eye contact. Although his parents urged him to open, he isolated
himself from his family, which generated a high level of family stress. The lack of a
parent-child relationship was attributed to the fact that both victim’s parents worked long
and extended hours at their dry-cleaning business. Such situations can create childrearing difficulties and decrease parent-child interactions. Both the victim and his sister
reportedly felt isolated due to a lack of interaction with their parents (Virginia Tech
Review Panel, 2007). Because different configurations of risk factors are associated with
behaviors, identifying, and understanding these factors can inform effective and relevant
intervention and prevention strategies.
Additionally, the theoretical frameworks of socioemotional learning and Bloom’s
taxonomy as it was designed to reduce bullying behaviors, foster a greater sense of
community cohesion and trust in the school, improve school climate, and increase student
self-esteem through a bullying intervention curriculum. Additionally, the theoretical
frameworks of socioemotional learning and Bloom’s taxonomy as it was designed to
reduce bullying behaviors, foster a greater sense of community cohesion and trust in the

36
school, improve school climate, and increase student self-esteem through a bullying
intervention curriculum. Establishing a safe school environment that promotes a sense of
belonging would decrease the likelihood of youth violent behavior. Providing students
with social activities is important for developing and maintaining friendships and social
support networks (Hong et al., 2010).
Conceptual Framework
The study also highlighted the theory of Hoover-Dempsey and Sanler’s (1997)
conceptual Role Construction Theory which emphasized that positive communication,
involvement, and expectations lead to more positive relationships with the schools. A
continuum of evidence-based academic and behavioral practices provides a framework
for schools to improve academic and social behavior outcomes for all students.
Hoover-Dempsey and Sandler Conceptual Role Construction Theory
The Hoover‐Dempsey and Sandler model (1977) of the parent involvement
process suggested that family engagement is a process that begins with families' decision‐
making about being involved and culminates with student outcomes. The cognitive
component of involvement decision‐making includes role construction for involvement
and self‐efficacy for helping children succeed in school. Hoover‐Dempsey and Sandler
suggest that parents' attempts to support children's learning can be classified into one or
more of the following categories: involvement through encouragement, involvement
through modeling, involvement through reinforcement, and involvement through
instruction.

37
Literature Review of Related Key Factors
Bullying Behaviors in Schools
Hazeltine (2018) suggested that bullying behaviors can have lasting adverse
consequences for teachers, victims, offenders, and bystanders. Teachers are often not
prepared with the knowledge required for appropriate interventions. Guided by
Bronfenbrenner's ecological systems theory which holds that individuals’ influences are
impacted by various environmental systems around them, the leading section of this
study focused on teachers’ support of the bullied population of students through positive
culture initiatives in the classroom (Hazeltine, 2018).
Bullying is commonly understood as a subtype of aggression, directed toward a
weaker or relatively less powerful peer. It can take different forms and involves
both direct behaviors, such as hitting and name-calling, and indirect behaviors, such as
spreading rumors or socially excluding someone. Bullying episodes seldom include only
one victim and one bully; they typically also include bystanders who take on different
roles (Bjärehed, Thornberg, Wänström & Gini, 2020). Ogurlu and Sarıçam (2018) stated
that individuals who bully others were more inclined to delinquent behaviors, impulsive,
dominating, depressive symptoms, and suicidal ideation but less empathetic than nonbullies. On the other hand, victims had some common characteristics such as physical
weakness, tendency to have internalizing behaviors, self-perceptions of low social
competence, and tendency to be silent about their distress.
Previous research in the West has indicated that bullying among school-aged
children is not uncommon. For instance, 29.9% of children in Grades 6 through 10 in the
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United States have reported moderate or frequent involvement in bullying either as a
bully (13.0%), as a victim of bullying (10.6%), or in both roles (6.3%). A recent study
showed that 15% to 30% of the same cohort reported having been bullied in the United
States (Zhang et al., 2019).
According to Bjärehed et al. (2020) there are four main bystander roles, namely
outsiders, defenders, assistants, and reinforcers. Outsiders remain passive or withdraw
from bullying situations, whereas defenders support the victim in different ways.
Assistants take part in the bullying and assist the bullies, whereas rein forcers show their
approval such as, laughing or cheering on the bullying. The latter two actively take the
perpetrator’s side. These students are referred to as pro-aggressive bystanders.
Teacher Support of School Bullying
Given the harmful nature of the experience of bullying and victimization, the way
teachers respond or not could affect moral disengagement, similarly, to how parental
daily management of harmful experiences affects children's moral cognitions (Campaert
et al., 2017). Much of the existing literature related to school bullying is focused on the
experiences and actions of students. Yet, bullying prevention efforts are not limited to
students, and may include teachers, administrators, parents, and community members
(Farley, 2018). However, only relatively recently has research begun to explore the role
of teachers in school bullying. This may be because bullying is seldom studied across
ecological systems and therefore fails to provide a “holistic view of bullying advocates
for the study of school bullying across ecological systems, including school
administration and staff (Farley, 2018). Students benefit when teachers take “an active
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stand against bullying,” are effective in decreasing bullying, and support antibullying
norms. Teachers have both the authority to address inappropriate behavior and the moral
obligation to keep students safe. However, teachers report limited resources to address
bullying and have difficulty monitoring bullying in addition to their normal duties
(Farley, 2018). Although most teachers realize the seriousness of bullying and try to
intervene, some take a passive stance, while others take active action. However, several
studies have shown that teachers experience significant difficulties in effectively dealing
with bullying situations (Song et al., 2018).
Teachers are the key actors involved in bullying intervention and prevention
efforts. In a national study, 92% of teachers indicate that bullying was problematic to
some degree in their schools, and 98% of teachers agreed that it was their responsibility
to intervene in bullying incidents. However, almost half (45%) of the teachers had not
received training on school bullying rules and procedures (Hall & Chapman, 2018).
Indeed, many educators have reported not feeling comfortable intervening or not
knowing how to intervene in bullying. Several barriers to educators addressing bullying
have been identified, including lack of time, resources, and training. Besides, teachers
frequently felt pressured to address student academic desires and exhausted from the
demands associated with their many roles, which interfered with their capacity to
effectively address bullying (Hall & Chapman, 2018).
Teachers can establish a strong relationship with each student, provide students
with opportunities to internalize prosocial norms, and set a positive classroom climate
which potentially has a great influence on the students’ behaviors (Song et al., 2018).
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However, several studies have shown that teachers experience significant difficulties in
effectively dealing with bullying situations. For example, teachers may fail to recognize
the seriousness of bullying when it does not take the form of physical aggression (Song et
al., 2018). Teachers can play a key role in addressing the problems of school bullying and
peer victimization; they are the adults most likely to witness peer victimization and are
authorized to act to limit instances of peer victimization (Gregus et al., 2017). Although
they may recognize the bullying incident, some teachers tend to ignore bullying for fear
of exacerbating the situation for the victims because of their inappropriate intervention.
Students often express skepticism about their teachers’ capability to successfully
intervene in bullying. Students even attested that the situation often worsens when a
teacher intervenes (Song et al., 2018). Teachers who think that they are not prepared to
handle bullying appropriately take a passive stance toward bullying. However, when
students thought their teachers were actively acting, less victimization as well as taking
part in bullying was reported. Furthermore, students who perceived strong support from
their teachers were more likely to seek help for bullying (Song et al., 2018).
For teachers who do not or rather passively intervene in bullying situations,
professional education and training are necessary so that they can actively act against
bullying. Appropriate strategies against bullying include effectively working with the
victim and bully such as helping the bully achieve self-esteem and encourage the victim
to be more assertive, enlisting other adults such as contacting parents, asking the school
counselor, and disciplining the bully. Passive teachers may not adequately endorse these
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behaviors while active teachers frequently use effective strategies when confronted with
bullying situations (Song et al., 2018).
Bullying Intervention Programs
School is a key context for implementing universal prevention programs based on
the influence of peers, teachers, and other school staff on youth development. The middle
school represents an opportune time to address risk and protective factors for youth
aggression. Development in social cognition during early adolescence is associated with
increased capabilities for social problem solving, perspective-taking, and empathy
(Sullivan et al., 2017). While bullying is a serious concern for students and educators
alike, empirically tested interventions are necessary (Cipra, & Hall, 2019). A systematic
review of school-based interventions aimed at reducing bullying revealed that only 40%
of curriculum-based interventions were effective in reducing youth aggression and
bullying. Furthermore, some interventions produced an increase in bullying among
certain populations.
One such intervention, COREMatters, was designed to reduce bullying behaviors,
foster a greater sense of community cohesion and trust in the school, improve school
climate, and increase student self-esteem (Cipra, & Hall, 2019). This program was taught
an integrated model where findings suggest that the COREMattters program positively
impacted the school climate or the student perception of school climate. Students in the
intervention group reported less teasing of other students based on categories such as
clothing, appearance, and race among students (Cipra, & Hall, 2019).
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Another bullying intervention program that is widely practiced in schools is the
implementation of the Olweus Bullying Prevention Program. This program is the oldest
and one of the most researched bullying prevention programs in the world. It represents a
whole-school comprehensive approach that includes schoolwide, classroom, individual,
and community components (Limber et al., 2018). The program is focused on both shortterm and long-term changes that will create a safe and positive school environment. The
overarching goals of this program are to reduce existing bullying problems among
students, prevent new bullying problems, and achieve better peer relations. These goals
are pursued by restructuring the school environment to reduce opportunities and rewards
for bullying behavior and to build a sense of community (Limber et al., 2018).
School-based prevention programs are advantageous as they occur in a key setting
for youths' social and emotional development. High prevalence rates of aggression during
adolescence and associated adjustment difficulties for perpetrators and victims highlight
the importance for effective violence prevention programs (Sullivan et al., 2017). Nearly
all states have passed laws related to bullying, many of which legislate the use of
programs to prevent bullying. Although societal views regarding bullying have evolved,
changing the dynamics of bullying is challenging and requires teachers and other school
personnel to increase their awareness and intervention efforts, develop clear school
policies, and coordinate procedures to track and respond to reports of bullying (SmithAdcock et al., 2019).
Although considerable progress has been made in developing and evaluating
school-based efforts for preventing aggression (Matjasko et al. 2012), there is growing
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evidence of differences in the impact of interventions across subgroups of youth (Farrell
et al. 2013). This underscores further work to examine the extent to which current
programs meet the specific subgroups of adolescents, especially those at increased risk.
For example, some research suggests that youth with disabilities may be at higher risk for
exposure to peer-based aggression when compared to peers without disabilities. Thus, it
is important to identify universal prevention approaches that may best serve middle
school students, including youth with and without disabilities to decrease exposure to
aggression and enhance social outcomes (Sullivan et al., 2017).
School Culture and Climate
School culture has often been defined as the shared beliefs, values, and
assumptions that shape interaction, drive the behavior of student life and learning, and are
shared in varying degrees by members of a school community (Marsh, 2018). It is the
social atmosphere of the “learning environment,” and includes multiple aspects such as
perceived clarity of rules, the fairness of discipline, classroom management as well as
safety-related practices (Farina, 2019). It is also in this environment that bullying has
both a negative and long-lasting impact on students (Farley, 2018).
The school climate, on the other hand, is the overall climate of the school and the
classroom climate is a part of the school climate that varies across classrooms. Classroom
climate can be defined as ‘the sum of all the group processes that take place during
teacher-student and student-student interactions. It includes interpersonal relationships
and level of teacher control (Thornberg et al., 2018).
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Although classroom climate is associated with academic achievement, the
question of whether classroom climate may be linked to bullying victimization and
bystander behavior in bullying is still overlooked in the research literature, with a few
exceptions (Thornberg et al., 2018). One previous study found that a poor class climate,
in terms of student-student relationships at the classroom level, was associated with
greater victimization. Findings from a more recent study suggest that peer victimization
is less likely to occur in classrooms characterized by positive, warm, fair, and supportive
relationships among students and between teachers and students (Thornberg et al., 2017).
A multilevel study conducted by Thornberg et al. (2017), found that positive, warm, and
supportive student-student relationship patterns at the classroom level were associated
with more frequent defender behaviors, while students exposed to bullying have poor
social outcomes. Involvement in bullying, both as a target and as a perpetrator, is
associated with negative behaviors such as drinking, smoking, theft, damage to property,
and violations of parents’ rules. Those who perpetrate bullying are at increased risk for
criminal offending later in life (Farley, 2018).
Bullying has received increased attention from academics, scholars, and the media
over the past decade and a half (Farina, 2019). The effects of bullying can be devastating
and long-lasting for victims and bullies alike. Recent prevention efforts and research have
focused on the school environment. There has been increased attention to the effects of
bullying, particularly in school settings. Although bullying crosses the school sector, the
National Center for Education Statistics suggests that bullying occurs more frequently in
public schools (Musu-Gillette et al., 2017). Because bullying has detrimental short- and
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long-term consequences such as substance abuse, delinquency, social isolation, and
academic failure, it is essential to recognize how factors, such as school climate and
school sector, affect children’s and adolescents’ life trajectories (Farina, 2019). An
effective plan for preventing bullying and a positive classroom culture will include
individual classroom approaches as well as school-wide initiatives (Lawrence, 2017).
Although there is a lack of consensus about how to define and measure school
climate (Wang & Degol, 2016) reiterated that shared beliefs, values, and attitudes shape
interactions between students, teachers, and administrators set the parameters of
acceptable behaviors and norms for the schools. As a construct, school climate often
includes the quality of teacher-student and student-student relationships, orders, rules,
discipline, school safety, as well as school connectedness and belongingness aggregated
at the school level. A positive school climate can be considered as a protective factor
because it has been associated with less aggression and fewer behavioral problems
including bullying perpetration and victimization
Classroom Initiatives – A Whole-School Approach
The most effective strategies for combating school bullying utilize a whole-school
approach, meaning they seek to change the social dynamics of the entire school, rather
than just those between the bully and his or her victim (Goldberg et al., 2019). A wholeschool approach aims to integrate skill development into daily interactions and practices
using collaborative efforts that include all staff, teachers, families, and children
(Goldberg et al., 2019). Antibullying policies and guidelines are thought to be one
strategy as part of a whole-school approach to reduce bullying (Chalmers et al., 2016).

46
This approach is important to involve a coordinated set of activities across
curriculum teaching, school ethos and environment, and family and community
partnerships (Goldberg et al., 2019). Effective curriculum teaching and learning involve
teaching skills through the implementation of evidence-based programs, as well as
modeling social-emotional competencies, and providing continuous and consistent
opportunities to practice these skills during everyday classroom situations (Oberle et al.,
2016). Whole‐school approaches are more successful than single‐component approaches
when they include socio‐ecological strategies delivered in the classroom, school, home
and at the individual level (Cross et al., 2018).
A whole-school intervention program by Olweus incorporated teachers to provide
support on the whole-school level by identifying bullying incidents, providing increased
supervision in secluded areas, coordinating with parents, school staff and students
(Espelage et al., 2019). On the classroom level, teacher support includes establishing
class rules against bullying, setting consequences for violating the rules. However, just
setting rules or a one-off discussion in the classroom or on the whole school level is not
sufficient (Espelage et al., 2019). Teachers may respond to bullying behavior in a variety
of ways including disciplining students who bully, enlisting other adults to help, working
with perpetrators or targets, or ignoring the incident. How teachers respond is important
as a teacher's response to a bullying incident impacts the likelihood of future bullying by
the student who perpetrated the bullying behavior (Doumas & Midgett, 2019).
To build up a meaningful and successful educational context, there are two
elements to consider: the learners and the teachers. The former may be encouraged to
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become autonomous and have the willingness to take greater responsibility for their
learning, the latter being major catalysts for change to possess an active teaching practice
via an unending round of professional development strategies to keep the currency of
their knowledge updated (Zaghar, 2019).
The role of teachers has grown immensely. In the current times, they go through a
vast array of practices from being the major source of knowledge, leaders, managers, and
educators to supporters and facilitators; they are expected to be tech-savvy, computer
literate and at the cutting edge of education. Their task is to cope with the 21st –century
learners; then have a repertoire and reservoir of instructional techniques, effective
teaching methodologies, and robust directional capabilities in such a way that they can
foster their students’ interest and creativity, and elevate their motivation (Zaghar, 2019).
As teachers understand the nature of school bullying problems, they can integrate
antibullying content into their classroom lesson plans, and further educate students about
school bullying. When teachers set firm limits on bullying behaviors, they act as role
models for the student population. They understand that positive school culture predicted
less reporting of bullying incidents (Farina, 2019). Cook et al. (2018) stated that evidence
suggests student externalizing behaviors become increasingly resistant to change over
time. Therefore, it is imperative to support teachers to deliver evidence-based classroom
management practices that effectively prevent externalizing behaviors and promote
behavioral engagement in the classroom. Effective teaching requires the delivery of
evidence-based practices to successfully manage classroom behavior and promote high
rates of engagement in learning. However, a significant proportion of teachers are
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unaware of and are not adequately trained to manage student behavior (Cook et al.,
2018).
The acknowledgment of bullying’s negative impact has led to an increased focus
on schools. Researchers have suggested that intervention and prevention strategies are
crucial for reducing bullying in schools. These plans have generally included: having
teachers work with students to develop class rules, the presence of cooperative learning
activities, reducing social isolation, and increasing adult interventions. These suggestions
call for an increase in practices and policies that promote positive school culture and
climate (Farina, 2019).
Bullied Population of Students
Students and parents ought not be afraid to of the school environment. However,
that is exactly the situation today for many individuals (Webber, 2017). The fact that
bullying has driven individuals to what we would like to think is unthinkable, namely,
suicide is indicative of the seriousness of this issue and the urgency that it be vigorously
addressed. Elementary and secondary schools have instituted curricula addressing
bullying and with its mission to create safer social climates (Webber, 2017). While
bullying is a major challenge at all levels, the frequency of bullying appears to hit the
highest point in middle school (Shriberg et al., 2017). This challenge has caused bullying
prevention and intervention literature to grow considerably. Both the short-term and
cumulative impact of bullying is troubling. Shriberg et al. (2017) found that reports
associated with the involvement of bullying are associated with a higher risk for suiciderelated behavior for this population of students.
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Bullying can also have a negative impact on the emotional and social
development of students (Zhao & Chang, 2019). Studies have shown that family support,
peer relationships, and teacher fairness have a negative influence on school bullying.
Family support, peer relationships, and teacher fairness affect one’s risk of being bullied
by influencing learning motivation (Zhao & Chang, 2019). Without the support of their
peers, adolescents may be more vulnerable to the negative effects of conflict. Bullying
behavior normally reaches a peak at the early stage of adolescence, as adolescents start to
with their companions and romantic partners to be socially supported (Zhao & Chang,
2019). Children and adolescents develop an understanding of moral matters from their
direct experience of harm and unfairness, from the observation of harm and unfairness
caused to others, and from other people's communication highlighting the experience of
harm. Students are likely to observe teachers’ behavioral reactions to bullying and
victimization and to make a sense of it, which can contribute to their understanding of the
moral matter of bullying. Different teacher reactions may be interpreted differently
because they focus on specific aspects (Campaert et al., 2017). When they deliver support
to the target and start a mediation process to solve the conflict, they are likely to focus
more on the consequences and the harm afflicted on the target. When they conduct a
group discussion the focus may differ and depend on teachers’ attitudes and knowledge
of the dynamics. When teachers do not intervene in bullying, students may think their
teachers tolerate it, at least under certain circumstances. In other words, specific teachers’
responses may affect moral disengagement in different ways (Campaert et al., 2017).
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Summary and Conclusion
There are a variety of both long- and short-term consequences related to bullying.
Research has shown that as bullies progress through puberty and adolescence, they are
more at risk for severe problems such as delinquency, substance abuse, truancy, dropping
out of school, loneliness, and loss of friends (Farnia, 2019). Significant gaps in the
bullying research literature remain, calling for an urgent empirical studies across several
areas. These included studies to address conceptual, definitional, and measurement
issues; the social and psychological processes related to the development and persistence
of bullying; and the intersection of bullying perpetration and bullying (Hanish et al.,
2013). Students spend a large portion of their time within school walls. As such, it is
extremely important to highlight how schools can provide a safe environment for their
students as perceptions of safety are inextricably linked to overall well-being and to the
ability to learn (Farnia, 2019). Creating a safe environment that is conducive to learning
and where students can get an education without the lingering of fear is critical to their
development.
Bullying and violence are situations that many young people faced in their
process of development, whether as bullies or victims or bystanders (Eadaoin et al.,
2017). A more proactive way to prevent bullying is to adopt a developmental guidance
approach to strengthen young people’s skills and competencies in inter-personal
relationships and bonding (Eadaoin et al., 2017). Schools are required to adopt a positive
youth development paradigm and implement it as a classroom developmental guidance
curriculum are a proactive approach to counter bullying. Cultivating a school
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environment that cherishes forgiveness and harmony, endorses respect, non-violence,
tolerance, and compassion is another important strategy (Eadaoin et al., 2017). This
requires a systematic approach to strengthen teachers and peers as social support and will
involve the entire school community on the policy, management and, implementation
levels to promote a caring school culture as a proactive way to tackle bullying (Nese et.
al, 2016).
Research supports a multisystem approach to bully prevention. At the most basic
level, all adults in schools participated in professional development opportunities to
understand bullying, and how to recognize and intervene to support youth. Also, staff
members and students worked together to gain knowledge and skills to reduce bullying
and promote prosocial behaviors (Espelage, 2014). However, simply working with staff
members and students will not bring about real changes in bullying behaviors. School
staff and administration partner with others to impact the ecology. Schools are required to
coordinate with parents and adopt other innovative approaches such as creating
newsletters and e-mail blasts to communicate with parents and community members.
Partnering with community agencies and organizations to address bullying and to make
sure youth and their families know where they can seek help is another strategy to help in
addressing the bullying phenomena. Some schools hold events on the topic of bullying at
family recreational centers, museums, and street festivals. School administrators also
work closely with local media to highlight their bully-prevention initiatives and to
promote community involvement as well as having youth leaders actively engaged in
bully prevention efforts to create effective bystander intervention (Espelage, 2014).
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Sustained implementation of evidence-based practices in schools is necessary for
providing the academic and behavioral support students to be successful (Nese, et. al,
2016). Teachers are part of a student’s support network and are an important potential
source of support for students. Teacher support, when helpful, is associated with reduced
student distress and fewer depressive symptoms (Danielson, & Jones, 2019). Research
has shown that all students, and specifically students with emotional and behavioral
concerns benefit from learning environments that are consistent, predictable, positive,
and safe (Nese et al, 2016). When there is a gap between the desired and received
support, it can impede the effective processing of bullying experiences (Matsunaga,
2011) and can also lead to what Wright and Miller (2010) refer to as reciprocity failure.
Conducting a basic qualitative research study by gathering data through interviews with
middle school teachers can highlight teachers’ support and the pedological approaches
was used in creating a positive classroom culture for the bullied population of students in
the classroom.
Summary and Transition
In Chapter 2, I presented the literature review that supported the gap in my study
that little is known about teachers’ support for the bullied population of students through
positive culture initiatives in the classroom. I began with an introduction to the literature
review followed by a literature search strategy. I then presented the theoretical and
conceptual frameworks that guide the study followed by an analysis of the empirical
literature about key factors of the study. Finally, gaps in the literature were identified and
described to further examine how this study could fulfill a gap in the research.
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Chapter 3: Research Methods
Introduction
The purpose of this basic qualitative study was to understand teachers’ support of
the bullied population of students through positive culture initiatives in the classroom.
This study was chosen because it allowed me to understand the ways that people see,
view, approach, and experience the world and made meaning of their experiences as well
as a specific phenomenon within it. This chapter addressed the research design and
rationale, the role of the researcher as well as the methodology and issues of
trustworthiness.
Research Design and Rationale
Merriam and Tisdell (2016) suggested that qualitative research is the essential
guide to understanding, designing, conducting, and presenting a qualitative research
study. Basic qualitative research design seeks a rich, thick description of the topic under
study. Qualitative research design collects data without advanced assumptions or
hypotheses, though researchers use their viewpoints or framework when examining their
research questions. Qualitative research further requires the researcher to collect data in a
natural setting sensitive to the people and places under study. On the other hand, the
quantitative research method is based on the hypothetical-deductive and postpositivist
traditions of science. It relies on statistics to represent the occurrence of phenomena
testing predictions based on deductions from existing research and theory (Burkholder et
al., 2016). Quantitative research requires the use of standardized measures so that the
varying perspectives and experiences of people can be fitted into a limited number of
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predetermined response categories to which numbers are assigned (Patton, 2015),
therefore, the quantitative method would not have worked for my study. Since the
objective of this study was to understand teachers’ support of the bullied population of
students through positive culture initiatives in the classroom, a basic qualitative design
was used. This approach was appropriate because it described the pursuit of
understanding the ways that people saw, viewed, approached, and experienced the world
and made meaning of their experiences as well as a specific phenomenon within it
(Ravitch and Carl, 2016).
Other types of qualitative designs considered for this research study were case
study and phenomenology. Like basic qualitative research, case study research also
employs data sources such as interviews; however, the focus of case study involves a
detailed and intensive analysis of an event, situation, organization, or social unit and has
a defined space and time frame (Burkholder et al., 2016). I did not select this research
design because the focus of this study is not the development of cases that extends to
other cases and defined space. Similarly, phenomenology study tends to be interested in a
collection and analysis of people’s perceptions related to a specific definable
phenomenon. Perceptions include the lived experience, how people relate and understand
a phenomenon, and the meaning people give a phenomenon (Burkholder et al., 2016).
While this project study included understanding teachers’ experiences that may play a
role in developing their perceptions and support for the bullied population of students, it
did not focus on creating opportunities within the curriculum to develop positive culture
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initiatives in the classroom. For this reason, phenomenology was not chosen as the
research design for this study.
Aten and Denney (2019) stated that qualitative studies collect data from
interviews and observations to discover what people do in their everyday lives and what
their actions mean to them. This type of research study will be an exploratory
methodological approach to study complex phenomena by collecting and analyzing
nonnumerical data. Qualitative study is a field of inquiry and involves an interpretative,
naturalistic approach to the world. Qualitative researchers study things in their natural
settings, attempting to make sense of or interpret phenomena in terms of the meaning
people bring to them (Ravitch & Carl, 2016). Additionally, Ravitch and Carl (2016)
stated that a qualitative study seeks to discover and describe in narrative reporting what
people do in their everyday lives and what their actions mean to them.
Role of the Researcher
The role of any researcher is to collect and interpret data (Burkholder et al.,
2016). This process requires adherence to the scientific method, ethical standards, and an
abundance of creativity. The researcher ensured that both positionality and social location
are central to understanding the researcher’s role in every stage of the research process
(Ravitch & Carl, 2016). My role as the researcher was to maintain the credibility and
transparency of the study. Biases encountered during the interview process were recorded
in the researcher’s journal. This helped to alleviate any prejudice that occurred due to
previous experience working with victims of bullying who had problems with depression,
poor school attendance, and low self-esteem. The researcher’s role also consisted of
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gathering data by interviewing teachers and transcribing and analyzing the data.
Information was gathered from the thoughts and feelings of the study participants who
worked in another school district, by asking participants to talk about things that may be
very personal to them through the interview process. All aspects of the study were clearly
stated to be transparent with the participants, including the goals of the research,
expectations of them, what the process and timeline entailed, and their roles and related
responsibilities in the study (Ravitch & Carl, 2016). Confidentiality was demonstrated in
showing respect by being straightforward with the expectations and process of the
interview as well as honored any promise made to the participant. There were no harm or
pressure implied in eliciting answers from the participants. Also, the standards of
credibility, dependability, and transferability were applied to reduce bias by using the
researcher’s journal to record any bias encountered.
Teachers who were interviewed may or may not have had similar classroom
experiences, therefore, collaborating about classroom strategies of the bullied population
of students had the potential to cause researcher bias. These are teachers who worked in
an adjacent county in the public-school district, and I had no affiliation with the teachers
or the district. It was beneficial to understand their classroom interaction with students,
therefore remaining unbiased in the process is essential. I kept a researcher’s journal
reflecting on possible responses to the data collection.
Methodology
The methodology section discussed the sample of participants and identified the
questions that guided the interview protocol. The procedures for the recruitment of the
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participants and discussed instrumentation along with data collection are also explained.
Additionally, this section discussed the data sources and collection and its data analysis
plan as well as issues of trustworthiness.
Participant Selection Logic
Determining the appropriate sample size for this study was essential as it is
important to gather enough data until theoretical data saturation has occurred (Burkholder
et al., 2016). Qualitative studies seek to obtain a range and depth of perspectives and
meaning. Thus, the sample size tends to be smaller compared with quantitative studies
(Tong & Dew 2016). A purposive sampling strategy is generally recommended whereby
researchers select “information-rich” participants who can articulate perspectives relevant
to the research question. Tong and Dew (2016) stated that qualitative interview studies
have typically reported a minimum participant sample size of 20. However, the number
of participants usually depends on feasibility; the scope of the research question; and
theoretical or conceptual saturation, defined as when no new concepts are being raised in
subsequent data collection (Tong & Dew 2016).
The sample size for this study was 14 middle school teachers from various middle
schools within the district. This is a relatively small sample size, however, a small sample
size of 14 participants is appropriate if the sample is relatively homogeneous, the
participants possess cultural competence or a certain degree of expertise about the
domain of inquiry, and the objectives in the research are narrow (Burkholder et al., 2016).
Purposeful sampling was used to select participants who have unique abilities to
answer the research questions. Ravitch and Carl (2016) stated that purposeful sampling
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entails that individuals are purposefully chosen to participate in a research study for
specific reasons that stem from the core constructs and context of the research question.
The inclusion criteria by which participants were selected specified that participants be
currently employed as a teacher in the chosen district, who were experienced classroom
teachers at the middle school, teaching one of the main disciplines within the curriculum,
and had at least three years of teaching experience and is knowledgeable of the
phenomenon of interest and representative of the larger target population. They also
reported having experience with bullying as a teacher in the school setting. These
participants were identified through liaison with the administrators and researcher.
Instrumentation
In a qualitative study, the researcher is considered the first primary instrument of
the research throughout the research process (Ravitch & Carl, 2016). The primary focus
of this research was to understand teachers’ support of the bullied population of students
through positive culture initiatives in the classroom. To study the phenomenon,
supportive semi-structured and open-ended research questions were addressed, based
upon the frameworks of the study.
The instrumentation to collect data was semi-structured and probing interview
questions which were used to interview participants in the study and guided the
participants and researcher throughout the interview process. Two research questions
guided the interview protocol, eight sub-questions, and 11 probing questions. Questions
were developed based on the theoretical and conceptual frameworks and the reviewed
literature relevant to the topic with the assistance of my committee chair. For example,
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the first research question was, “positive classroom interventions to ensure students feel
safe in a classroom conducive to learning.” With the help of my chair, questions were
developed and tested with Subject Matter Experts (SMEs). The second research question
explored, “how teachers created opportunities within the curriculum to determine positive
support for the bullied population of students in the classroom.” This question was also
developed, tested, and proved with the help of SMEs. Eight sub-questions supported the
research questions. Each sub-question had one to three possible probing questions to use
for participants to elaborate on an answer to a semi-structured interview question.
Procedures for Piloting
Semi-structured and open-ended questions were used in the interview process.
Semi-structured and open-ended interview questions were developed by the researcher
using the theoretical frameworks within the reviewed literature as well with the assistance
of SMEs. Questions were tested with SMEs after which, a few were edited to open-ended
question formats. Questions were then discussed with my chair and later tested with
SMEs again for content validity. Questions and probes were aligned with the two
research questions (See Appendix B).
RQ1: How do teachers support the bullied population of students through positive
classroom interventions?
RQ2: How do teachers create opportunities within the curriculum to determine
positive support for the bullied population of students in the classroom?
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These interview questions were used primarily to gather data to understand
teachers’ support of the bullied population of students through positive culture initiatives
in the classroom. All questions were asked in the same manner. Participants’ responses
measured attitudes and perceptions toward different bullying incidents as well as
classroom initiatives in promoting a positive classroom culture.
Procedures for Recruitment, Participation, and Data Collection
Upon approval from Walden’s International Review Board, the schools’
administrators were contacted by emailing a letter of permission (Appendix D) and
participation (Appendix C) that included the study topic and interview questions. They
were also presented with a copy of the letter of cooperation obtained from the district for
approval in collecting data (Appendix G). Participants were recruited who met the criteria
outlined in the inclusion measures, which specified that participants be currently
employed as a teacher in the chosen district, who are experienced classroom teachers at
the middle school, teaching one of the main disciplines within the curriculum, have at
least three years of teaching experience, and is knowledgeable of the phenomenon of
interest and representative of the larger target population described, to participate in the
study. A letter of participation along with the consent form was sent to participants
through email when identified (Appendix E). An interview was then scheduled at a time
convenient to participants. Interviews were scheduled through Zoom; due to the COVID19 Pandemic, as soon as contact was made with participants. It was anticipated each
interview would take approximately 45 minutes. The snowball sampling strategy was
used to obtain additional participants for the study.
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Participants were asked for names and contact information of their colleagues
who met the inclusion criteria, to see if they were interested in participating in the study.
Those participants were contacted and informed that someone suggested their
participation and asked their willingness to partake in the study. An interview was then
scheduled at their convenience. Each participant was emailed a consent form (Appendix
A) for their review and returned via email with the words “I consent,” indicating that they
volunteered to partake in one interview (Appendix B). All participants returned the form
consenting to take part in the study. Information was collected and reviewed and ensured
the consent forms were completed and signed. Permission was granted to record the
interview, as well as to contact them via telephone if there were additional questions or
clarifications. The researcher’s journal was used to record non-verbal actions that were
important in responding to the research questions during the interview process.
Data was collected and recorded in the researcher’s journal. A consent recording
of interviews was used to record the responses of respondents. Each participant was
reassured of their confidentiality, thanked for their participation in the study, and was
given a $10 gift card for their participation. A follow-up letter (Appendix F), as well as a
copy of their signed consent form, was sent to participants, thanking them for their
participation in the study.
Data Analysis Plan
Qualitative data analysis captured the breadth and depth of the data collected. It
provided comprehensive, trustworthy, and compelling insights pertinent to the research
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question. It also demonstrated, to some extent, the transferability of concepts and theories
to other contexts and settings (Tong & Dew 2016).
The role of any researcher is to collect and interpret data (Burkholder et al.,
2016). For this study, semi-structured interviews were used as the method of data
collection. Once the interviews were conducted, they were transcribed from audio to text
and stored on a Microsoft Word document. Turning the spoken words into written words
was a vital aspect of this qualitative study as such form is amenable to closer analysis
(Ravitch and Carl, 2016). Participants’ names were replaced with a pen name pseudonym
to protect their identities and ensured confidentiality.
In analyzing the data, semi-structured and open-ended questions were used to
understand teachers’ support for the bullied population of students through positive
culture initiatives in the classroom. A thematic analysis process was conducted after
analyzing data from the individual interviews. To be familiarized with the data, time was
allotted reading and re-reading transcriptions, noting ideas and comments about the
research questions.
Using a thematic data analysis approach, codes that served as indicators of the
meaning of each segment of data were identified. In using open coding, categorized
codes that shared similar characteristics became the beginning of a pattern (Saldaña,
2016). This allowed the classification and categorization of the individual pieces of data
that created patterns among the data that point to the key concepts contained within the
data collected (Babbie, 2017). Data was collected from personal interviews and fully
analyzed and coded after all interviews were completed. Ravitch and Carl (2016) stated
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that to facilitate retrieval of what was said on each topic, you code the data, that is, mark
on a copy of the transcript a word or phrase that represents what you think a given
passage means.
Words and phrases generated from the nodes were highlighted after reading
through interview paragraphs. Next, a tentative label was assigned to each section based
on the meaning initially determined. This process was repeated for each transcribed
interview. After the open coding process was completed, a list of open codes was
generated. After each data set was analyzed, a second level of coding known as axial
coding was conducted, to determine the most important codes that were relevant to
answering the research questions. The raw data were then grouped into categories based
on commonalities (Merriam & Tisdell, 2016). Categories and sub-categories were
developed from the recurred patterns that emerged from the secondary coding process.
During the process of axial coding, categories were reviewed, reorganizing the data,
deleting redundant codes, combining axial codes, and aligning codes to research
questions. Key concepts and patterns were examined to further develop categories.
Categories were reviewed to determine patterns that emerged as subthemes and are useful
in describing the phenomena of instructional coach and in answering each research
question. Data were continuously reviewed, searching for repeated ideas among the
categories. Finally, the data was further condensed by creating groupings of connected
categories until themes emerge. Data was reviewed multiple times until no new themes
emerge, which is considered saturation.
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According to Ravitch and Carl (2016) triangulation can be achieved by comparing
multiple data sets, gaining multiple perspectives on a common topic, or confirming
information with a participant to ensure the description of the perspective is accurate to
get the most valid and trustworthy data possible. I used methodological triangulation to
establish credibility. To establish quality control and credibility, codes were compared
from one data set with the others to corroborate findings. Codes from each data set were
listed in a spreadsheet and were used in the recursive process of determining themes.
During the analysis process, data that did not fit a pattern, does not provide an
understanding of the data, or an alternative viewpoint that contradicts any emergent
themes was eliminated (Ravitch & Carl, 2016). These discrepant cases are reported in my
analysis summary.
Lastly, member checking was conducted. Ravitch and Carl (2016) termed
member checking as the process by which the researcher checked with participants to
confirm the accuracy of their transcription data. Participants were asked to provide
feedback affirming or denying the accuracy of their data. Three participants responded
saying the data was accurate and one participant responded saying that some of the
grammar had shifted, but it was okay. Those grammatical errors were corrected during
the analysis.
Issues of Trustworthiness
Qualitative researchers adhere to a set of different standards or criteria to access
validity or trustworthiness. These standards included credibility, transferability,
dependability, and confirmability (Guba 1981). Qualitative researchers ensured these
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standards aligned with the research questions, goals, and contexts of the study (Ravitch
and Carl, 2016). Trustworthiness is expected upon the successful implementation of these
standards in which both researcher and participant are involved.
Credibility
Credibility is the researcher’s ability to consider all the complexities that present
themselves in a study and to deal with patterns that are not easily explained (Guba, 1981).
The researcher draws meaningful inferences from the researcher’s study design and the
instruments that measure what they intend to measure in the study (Ravitch & Carl,
2016). Credibility established that the results of the study are believable as they focused
on the richness of the findings from the participants rather than the amount of data
collected. To establish credibility, triangulation, reflexivity, and member checks were
used.
Data triangulation provides accuracy. Data triangulation according to Ravitch and
Carl (2016) used different sources or methods to confirm a set of interpretations. It
looked at different perspectives from more than one vantage point to form themes and
categories in the study. The researcher’s journal, as well as interviews of the participants
to examine data to enhance the validity of the study were utilized. These research
strategies refer to the use of multiple data sources and participants to develop a
comprehensive understanding of a phenomenon (Ravitch & Carl, 2016).
Reflexivity was also used to establish credibility in eliminating any bias that may
occur. According to Schwandt (2015), reflexivity obliges the researcher to document in
journals any self-critical analyses of biases and responses to the research process, and any
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adjustments made to the study based on ongoing analysis. For this reason, careful
attention to the researcher’s thought process, and pre-assumptions of oneself, other
people, and the surroundings were vital to the research.
Another method used in qualitative research to provide accuracy to study data is
the use of member checks. According to Creswell, in member checking the researcher
reports findings back to participants of the study and asks them to review the accuracy of
the information. For this study, a summary of the findings was provided to each
participant interviewed. The participants were asked to review the findings for accuracy,
completeness, and fair representation in the responses (Creswell, 2013). The
participants’ feedback was documented, and the study findings were reviewed for
accuracy based on this feedback.
Transferability
Transferability is the extent to which the concepts and theories are relevant to
other settings. The research can be transferred to other contexts and can be compared to
similar familiar situations. This was demonstrated by showing that the sample
represented the target population as well as by showing that the sample participants had
the knowledge, experience, or expertise necessary to provide information that the
discipline or field and the target population would find meaningful concerning the topic.
Researchers can compare their results with studies conducted in different contexts,
regions, or populations; position their findings with other theoretical frameworks, and
describe the study setting and participant characteristics in detail so readers can judge the
transferability of the findings to their context (Tong & Dew 2016).
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Transferability entails that the researcher is bounded contextually as descriptive,
context-relevant statements (Guba, 1981). The theorist stated that the study is applicable
and transferable to the larger context while maintaining its purpose. I utilized my journal
notes that connoted thick description to understand and build a clear picture of the
participant in the context of their setting, describing the circumstances, meanings,
intentions, strategies, motivations, that characterized the role of the participants during
the interview sessions. A variation in participant selection was used to ensure that
participants have classroom experience, are knowledgeable about classroom initiatives
and bullying intervention strategies.
Dependability
Qualitative studies are required to meet a standard of dependability.
Dependability according to Burkholder and Cox, (2016) means that there is evidence of
consistency in data collection, analysis, and reporting. It also means that any adjustments
or shifts in methodology, which can occur in qualitative studies, are documented, and
explained in a publicly accessible fashion. Dependability is demonstrated by providing
clear, detailed, and sequential descriptions of all procedures and methods, such that
another researcher could repeat each of them faithfully. It refers to the stability of the data
(Ravitch & Carl, 2016).
This component entails that the researcher has a reasoned argument for how the
data is being collected and that the data is consistent with the argument. To ensure
dependability, triangulation was used which included an ongoing data analysis through
the researcher’s journal and interviews to cross-validate to increase credibility. The
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researcher’s journal provided an ongoing detailed data collection process as well as any
thoughts, questions, ideas, and experiences that would eliminate bias and deepen my
thinking about the research process. The interview process was documented, and the data
produced was kept in the researcher’s journal (Merriam & Tisdell, 2016). Using the
appropriate method such as triangulation can confirm that the researcher created the
appropriate data collection plan given the research questions (Ravitch & Carl, 2016).
Confirmability
Confirmability demonstrates how the research findings are supported by the data
and establishes whether the researcher is being biased during the study. Because the
researcher is the primary instrument in the research and brings a unique perspective to the
study, it is important to achieve confirmability by implementing triangulation strategies,
and external audits throughout the study to demonstrate how each decision was made.
The researcher’s positionality and bias are important aspects that are required to be
scrutinized (Guba, 1981).
Reflexivity was used to obtain confirmability by allowing the interview questions
as a guide when asking probing questions until saturation is reached. The researcher’s
journal was used to engage in self-reflection to eliminate any bias that surfaced. All the
interview notes were reviewed to confirm the data. A consent form was provided to each
participant to ensure their willingness to participate in the interview process. Participants
were informed of their role in the interview where they are free to withdraw from the
interview for any reason, they deemed important to them.
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Ethical Procedures
The Institutional Review Board (IRB) was responsible for ensuring that all
Walden University research complies with the university's ethical standards as well as
U.S. federal regulations. IRB approval was required before the collection of any data,
including pilot data. Walden University does not accept responsibility for research
conducted without the IRB's approval, and the university will not grant credit for student
work that failed to comply with the policies and procedures related to ethical standards in
research. As a requirement, the IRB application will be completed by all students and
faculty members who are conducting research projects of any scope involving the
collection or analysis of data. All the requirements established by the Walden
Institutional Review Board were adhere to. This assured that proper methodology was
used, and all participants were protected in the study. Therefore, before data collection,
all documents were submitted, which included the letter of cooperation that was
presented to schools asking permission to conduct interviews, the letter of participation
eliciting participants for my study, and the consent form which included identification of
the researcher, purpose of the research, benefits for participating, risks to participants,
confidentiality of the participant, and assurance that the participant can withdraw at any
time during the interviews.
As a researcher, I had access to tangible data, therefore I ensured that data was
securely locked in a filing cabinet at a home office. I secured data on my computer in a
separate file using study codes on the document that identified the data solely by the
researcher. The folder has been password-protected and is kept for 5 years after which
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will be destroyed by shredding the raw data and deleting the electronic data and
recordings. Because of the strict code of ethics of the researcher, interview participant
names are required to be anonymous, therefore, I use pseudonyms to identify the
participant’s as I analyzed transcript and coded data and share it with my committee
members. All participants were aware that they can end the survey or interviews at any
time. Finally, all participants understood that it was the researcher’s job to protect their
privacy by following a strict code of ethics, therefore, I was socially responsible on all
levels of the design and data-collection process
Conclusion
As with all types of research, qualitative studies are required to be conducted
using a rigorous approach, and they are required to be comprehensively reported. By
following well-established principles, qualitative studies generate rich understandings of
people's attitudes, motivations, goals, expectations, and beliefs. They, therefore, have the
potential to make unique and valuable contributions to research practice (Tong & Dew
2016). This basic qualitative study examined teachers’ support of the bullied population
of students through positive culture initiatives in the classroom. Because the researcher
was the primary instrument in qualitative research, the role of the researcher was a central
consideration in qualitative research. Avoiding bias during both the data collection and
data analysis process was important as participants can change their answers based on
their perceptions of the researcher’s bias (Burkholder et al., 2016).
Getting the depth and not the breadth was important in this qualitative study,
therefore, in determining the appropriate sample size, the goal was to obtain enough data
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appropriate to form a sufficient number and variety of participants (Burkholder et al.,
2016). It was important to use the appropriate instrument in data collection, therefore,
semi-structured and open-ended questions followed by probing questions were used for
interviews with participants. Once data were collected, they were analyzed. Transcribing
recorded interviews allowed the researcher to accurately translate spoken words to
written words. This allowed for a variety of themes to emerge and the use of coding by
identifying themes and patterns that existed within the data.
To ensure quality in a qualitative study, the researcher is required to acquire the
participant’s consent to record the interviews and collect enough data for the study. It is
important to use multiple data sources to build a complete picture of the participant’s
perceptions (Burkholder et al., 2016). Using member checks and external audits such as
ongoing observation and fieldnotes are methods to ensure trustworthiness.
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Chapter 4: Results
The principal purpose for conducting this qualitative study was to understand
teachers’ support for the bullied population of students through positive culture initiatives
in the classroom. In Chapter 4, data collection, data analysis, and evidence of
trustworthiness are discussed. Additionally, the results of the data using open coding
analysis concerning systematic theory construct and themes are presented. Two main
research questions guided the interview protocol as well as sub-questions and probing
questions used for this study. The two main research questions are as follows:
Research Question 1: How do teachers support the bullied population of students
through positive classroom interventions?
Research Question 1: What classroom initiatives exist within the curriculum to
support the bullied population of students in the classroom?
Setting
This study took place in one of the largest school districts in the southwestern part
of the United State. This district also supported the community through adult education
programs and special education programs for handicapped students. Additionally, it
provided vocational instruction through a transportation academy and a building industry
trade association academy. The district also provided programs in music, art, and
athletics and touts many local and nationwide academic accomplishments and prestigious
awards that exemplify excellence in education. The school setting was unique because it
attracted students from five feeder schools in the perimeters of the district.
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During the time of the study, the district shifted to a virtual platform where
teachers and instructional staff began to plan for distance learning programs. This is in
response to school closures to address the COVID19 emergency and the major impacts of
the closures on students and families. This altered the personal delivery of documents to
administrators that included the study topic and interview questions as well as a copy of
the letter of cooperation obtained from the district indicating approval to collect data. It
also eliminated the face-to-face interviews with participants. This required interviews to
be conducted through Zoom, a web-based conferencing platform, instead. This
influenced the study, as it was difficult to fully observe participants’ actions and gestures
during the interview sessions. It was also difficult to recruit teachers who were willing to
consent to an interview, after a time when they are required to follow a virtual schedule
that mirrored their regular schedule for live and real-time meetings with students through
synchronous meetings. Burkholder (2016) stated that it is preferable to conduct face-toface interviews because it created a personal presence and enhanced the establishment of
rapport, allowing the researcher greater access to subtle body language cues from the
interview and permitted the researcher greater control over the interview environment.
Interviews were conducted with 14 participants through Zoom in between and after
instructional times. Participants were given the option to choose a time and date that was
most convenient to them. All participants met the inclusion criteria which stated
participants are selected who were currently employed as a teacher in the chosen district,
who were experienced classroom teachers teaching one of the main disciplines within the
curriculum, had at least 3 years of teaching experience, was knowledgeable of the
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phenomenon of interest and representative of the larger target population. Of the 14
participants, two are music teachers, one is a Spanish teacher, two teaches in the AVID
program, two are English teachers, three science, two special education and two are math
teachers.
Demographics
The methodology included interviewing 14 participants. All participants
consented to by returning the emailed consent form. To secure enough participants, the
snowballing strategy was applied where participants were asked for contact information
of their friends and colleagues who they felt would be interested and met the inclusion
criteria. As shown in Table 2 below, all 14 participants were educators teaching in the
school district, with classroom experience ranging from 4 to 30 years.

Table 2
Participants’ Identification, and Length of Service in the School District
Participants’ Identification

Length of Service

Participant 3 (P3)
Participant 4 (P4)
Participant 7 (P7)
Participant 8 (P8)
Participant 10 (P10)

4 to 10 Years of Teaching

Participant 2 (P2)
Participant 5 (P5)
Participant 6 (P6)
Participant 9 (P9)
Participant 12 (P12)

11 to 20 Years of Teaching

Participant 1 (P1)
Participant 13 (P13)

21 to 30 Years of Teaching
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Participant 11 (P111)
Participant 14 (P14)

The criteria for inclusion was indicative of teacher participants who agreed to
participate in the study. Participants agreed to participate by returning the consent form
with the words “I Consent:” as instructed. The exclusion criteria were indicative of those
who choose not to participate in the research study and those who did not participate in
collaboration about teachers’ initiatives for the bullied population of students in the
classroom. Participants excluded from the study consisted of those who were not
classified as teachers.
Purposeful sampling was used to select participants who had unique abilities to
answer the research questions. Ravitch and Carl (2016) stated that purposeful sampling
entails that individuals are purposefully chosen to participate in a research study for
specific reasons that stem from the core constructs and context of the research question.
Participants were identified through liaison with the school’s principals and selection
through the district’s website. Participants responding to the emails received a letter of
participation and the consent form that explained the purpose of the study, background,
procedures, sample questions, the nature of the study, risk, and benefits of being in the
study, payment, privacy, and contact information. I intended to seek participants from
across all school campuses, however, participants were recruited from four of the school
campuses within the district.
The rationale for seeking participants from all campuses was to get a holistic view
of classroom initiatives teachers used for the bullied population of students in the
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classroom. A holistic approach involves the development of knowledge, skills, and values
which enabled learners to become active, democratic, and responsible citizens capable of
making informed decisions (Badjanova & Iliško, 2015). Getting a holistic view; looking
at initiatives teachers employ on campuses across the district, would bring an awareness
of the way learning takes place and an understanding of how students learn. It was
beneficial in highlighting the learning approaches of students and to bring about a change
in the perceptions that students have about learning.
The researcher is required to protect the privacy of the participants, therefore,
pseudonyms were used to safeguard the identity and kept information confidential within
the limits of the law. Due to the sensitive nature of the topic of classroom initiative for
the bullied population of students, and eliciting responses from participants, there was the
possibility that information given may lead to the neglect and abuse of minors. As a
mandatory reporter, under the state’s “mandatory reporting law,” I could be asked to
provide information to authorities if court-ordered that requires the mandatory obligations
to inform of actual or suspected instances of abuse and neglect of a minor. There were,
however, no instances during the interview process of any reported neglect or abuse of
minors. Personal information was not used for any purposes outside of this research
project nor have participants’ names, school identity or, anything else was identified in
the study report, as doing so jeopardizes participants’ anonymity.
There were more than 800 emails sent out and 14 participants consented to join
the study. I originally planned to recruit 15 teachers; however, I was unable to do so
despite my efforts in resending emails and collaborating with principals. I also planned to
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have a face-to-face meet and greet with principals to introduce myself and inform them of
my study, but due to the Covid-19 Pandemic, schools were forced to close and reverted to
distance learning. This caused a major change in recruitment, as teachers were not as
receptive.
Data Collection
Upon receiving IRB Approval Number 09-21-20-0978658 to complete the
research, schools within the district were immediately contacted to find the best way to
reach out to principals of schools, as schools were closed due to the Covid-19 Pandemic.
Accessing the school’s website and calling the school’s office to contact principals were
the two options given. Principals were difficult to locate; therefore, messages were left
with the school’s clerk and most times with the senior administrative secretary to the
principal, who suggested that the letter be emailed to the Principals. Two principals
responded via email and two responded via telephone. Of those principals, three offered
to assist in sending a mass email that included the “Letter of Invitation” to the
participants and the “Consent Form” to their staff informing them of the research. One
principal suggested emailing the teachers individually. The remaining 4 principals were
contacted using emails from the school’s website. It was difficult getting started with
collecting data as participants were unresponsive. More than 800 individual emails were
sent out to prospective participants with no response in the first week. After the second
week, emails were resent to participants, after which, four participants were recruited.
The snowball sampling strategy was applied to obtain additional participants. Two
participants provided the names and contact information of their colleagues who met the
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inclusion criteria. Those participants were contacted via email letting them know that
someone suggested their participation and asked if they were willing to partake in the
study. The letter of consent was also included in the email for their review. After the
consent form was sent back, an interview was scheduled with each participant. This
procedure continued until 14 participants were recruited. Interviews were held during
participant’s breaks throughout the day, in the evenings outside instructional times, and
on the weekends, which did not interfere with the participants’ instructional duties.
In building rapport with participants, a brief introduction was conducted
introducing the researcher and research study. Participants were thanked for agreeing to
participate in the research study and shared the purpose of the research. Participants
shared the length of time they had been teaching, the discipline or subject they were
teaching and one special memory of being a teacher over the years. They were once again
informed of the research topic after which I was given permission to record the interview
via zoom and take notes in the researcher’s journal. All participants agreed, however, one
participant inquired how the recording will be used. That participant was assured as per
the consent form, that the identity of the school, as well as names of the participants and
responses will be kept confidential. The participant was also informed that the researcher
will not use personal information for any purposes outside of this research project. The
researcher will not include names or any other information that could identify the
participant in the study reports.
Ravitch and Carl (2016) stated that when conducting interviews, the researcher is
clear and transparent about all aspect of the study with the participants, including the
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goals of the research, the expectations of them, what the process and timeline will look
like and entails, and what their roles and related responsibilities included. It was
anticipated the interviews would take 45 minutes; however, some interviews took
approximately 30–45 minutes. Before interviewing each participant, they were recapped
about their consent to the interview, informed about the basic questions and goals about
the study, the timeline, as well as the researcher’s responsibilities during the interview.
This created a supportive, non-confrontational, and soothing manner between the
interviewer and interviewee that lasted throughout the interview process. Body posture,
language, voice, and tone remained neutral during the interviews which allowed
participants to respond more freely and express their opinions. The avoidance of
linguistic communication displayed a neutral judgment that did not lead the participant
(Burkholder, 2016). Participants’ responses were reciprocated by the responsive
relationship between the interviewer and the participant. Participants were friendly,
cordial, and presented themselves professionally as they appeared to answer questions
honestly. It was assumed that most participants viewed questions beforehand since
samples were provided on the consent form as their responses were fluent and well
presented. When participants answered questions indirectly or provided information that
seemed to follow a different path, the order of the interview or probing questions were
adjusted. Careful attention and attentive listening to capture responses were given to
responses to questions so as not to repeat questions or probes, as well as nonverbal cues
which were recorded in the researcher’s journal. Participants’ responses were measured
attitudes and perceptions toward different bullying incidents as well as classroom
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initiatives in promoting a positive classroom culture. Probes were used which helped to
clarify or requested participants to elaborate more in eliciting additional responses.
However, there were a few times when a probe was not used if that question was
answered in a previous response. All questions were asked in the same manner and order
for all participants and allowed open discussions throughout the interviews.
The data collection process was completed within six weeks. After conducting
interviews, they were transcribed and reviewed by listening to the recordings for clarity.
Notes recorded in the researcher’s journal were also used for clarification of information.
A copy of the transcribed interviews was sent to each participant to obtain transcript
validation. They were asked to respond with any corrections or comments they may have
from the interviews. Four participants responded: three agreed that the transcripts were
accurate and one mentioned that some of the words were changed a little, but it was
alright. The other 10 participants did not provide any feedback as they did not respond.
Data Analysis
In adherence to the scientific method and an abundance of creativity, the
responsibility of the researcher was to collect and interpret data (Burkholder et al., 2016).
Interviews were conducted and transcribed from an oral to a written mode structured
conversation into a form that is amenable to closer analysis (Ravitch & Carl, 2016). The
interview transcripts were read several times for content familiarity and to confirm
insights recorded in the research’s journal, after which open coding of the data in which
segments of text were identified and labeled. This was done by reviewing the data lineby-line giving attention to specific words, sentences, or sections of text. This was
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followed by conducted axial coding, which allowed the clustering of repeated patterns
that were used to develop categories. Once the initial analysis of the data was completed,
the transcribed interviews were uploaded to the NVivo 12 plus software for windows
files, where a closer coding process began. Since the same set of questions were asked of
all participants and transcripts were structured and designed in a prescribed format, the
automatic coding process was applied (Dhuria & Chetty, 2017). The transcripts were
subsequently auto-coded based on paragraph style where they were organized in heading
styles and a numbered code was generated for each paragraph. The interview questions
were formatted into heading style 1 and answers in, ‘Normal’ font before importing the
documents for organization purposes. Nodes were created from connections in the
transcripts where 33 nodes were generated. Nodes were examined several times for
similarities after which they were labeled according to categories. Each node was placed
into a category based on relationships. Five main categories and one redundant category
were developed from the generated nodes. Table 3 below displayed the related categories
and redundant nodes generated from the interview questions.
Table3
Categories of Essential and Redundant Nodes
Category 1

Category 2

Bullying

Bullied

Behaviors

population

Students

Category 3

Category 4

Professional
Development

Interventions

Category 5
Positive
culture

Training

Capturing Kids
Hearts

Class

Teachers

Social contracts

Initiatives

Redundant
Nodes
Card
Good

Bullied

Grade
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Period

Cyber

Low
Self-Esteem

students

School year

Social media

Personal

Kids

Classroom

Level

Population

Little bit

Verbal

Name

Aggressive
Withdrawn
Science
School
Things
Other
year
Inadequate

The nodes identified under Categories 1, 2, and 3 are aligned with RQ1 while
those under categories 3 and 4 are aligned with RQ2. Since the nodes were sorted by
questions, locating the paragraphs that contained a specific node’s folder generated
through the automatic coding process was made easier. Once connections to the data
were made, 5 themes and 7 subthemes emerged. These themes were responsive to the
purpose of the research and the research questions, as Merriam and Tisdell (2016)
suggested themes be exhaustive, mutually exclusive, sensitive to the data, and
conceptually congruent. Three themes were identified that aligned with RQ1. These
themes identified were: (a) Bullying Characteristics that portrayed traits associated with
bullying behaviors, (b) Differentiating Bullied Students that is associated with the types
of bullying behaviors and (c) Positive Classroom Initiatives that provided insight into the
different options teachers used in the classroom in preventing bullying behaviors. The
two themes associated with RQ2 were: (a) Bullying Training through Professional
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Development which examined the types of training received in dealing with bullying in
the classroom, and (b) Creating Positive Classroom culture which looks at positive
classroom initiatives.
The interview transcripts as well as the researcher’s journal were revisited to
reinforced insights and in finding common codes throughout the analysis process. The
codes were reviewed to ascertain that the most important codes relevant to answering the
research questions were assembled. After the information was grouped into categories
based on emerged nodes and commonalities (Merriam & Tisdell, 2016), the redundant
codes were deleted. This process continued until no new themes or categories emerged,
which indicated that saturation was reached as the codes kept repeating themselves in all
data sources. There were no discrepant data reported within this data set.
Evidence of Trustworthiness
Credibility
Credibility, according to Guba (1981) is the researcher’s ability to consider all the
complexities that present themselves in a study and to deal with patterns that are not
easily explained. To establish credibility, the interview questions were developed from
the literature review and tested in a trial run with Subject matter Experts, colleagues,
family, and friends. Interview questions were aligned with the research purpose and
research questions. Data triangulation, reflexivity, interview probes, and member
checking were used to provide accuracy and to further establish credibility to ensure the
research study was conducted ethically, and that the findings would adhere to
trustworthiness. Data triangulation according to Ravitch and Carl, (2016) used different
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sources or methods to confirm a set of interpretations. It involves looking at different
perspectives from more than one vantage point to form themes and categories in the
study. Probes were used during the interview and responses were documented and
recorded verbatim in the journal using questions generated from the interviews. Interview
transcripts were sent for participants to view, validate, and make any changes necessary.
Reflexivity was used to establish credibility as it obliged me to document in the
Researcher’s Journals any self-critical analyses of biases and responses to the research
process, and adjustments made to the study based on ongoing analysis in eliminating bias
that occurred (Schwandt 2015). Familiar experiences were recorded in the researcher’s
journal when similar points of view were made during the interview.
Transferability
Transferability is the extent to which the concepts and theories are relevant to
other settings and consist of the research findings. This study demonstrated that the
sample represented the target population of the study as well as showing that the sample
participants had the knowledge, experience, and expertise necessary based on the
meaningful information provided concerning the classroom initiatives for the bullied
population of students. It also demonstrated the school setting in terms of its location
within the state as well as the school’s population of students and teachers. In this way,
researchers can compare their results with studies conducted in different contexts,
regions, or populations and position their findings with other theoretical frameworks
while describing the study setting and participant characteristics in detail so readers can
judge the transferability of the findings to their context (Tong & Dew 2016).
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Guba (1981) stated that transferability entails that the researcher is bounded
contextually as descriptive, context-relevant statements. The study showed its
applicability and transferability to the larger context while maintaining its purpose. The
researcher’s journal notes were utilized which connoted thick description to understand
and build a clear picture of the participant in the context of their setting, describing the
circumstances, meanings, intentions, strategies, motivations, that characterize the role of
the participant during the interview sessions. A variation in participant selection was used
to ensure that participants have classroom experiences, are knowledgeable about
classroom initiatives and bullying intervention strategies.
Dependability
Qualitative studies meet a standard of dependability. According to Burkholder
and Cox, (2016) dependability requires evidence of consistency in data collection,
analysis, and reporting. It also means that any adjustments or shifts in methodology,
which can occur in qualitative studies, are documented, and explained in a publicly
accessible fashion. To ensure dependability, triangulation was used which included an
ongoing data analysis by using the researcher’s journal and interviews to cross-validate to
increase credibility. The researcher’s journal provided an ongoing detailed data collection
process as well as opportunities to record thoughts, questions, ideas, and experiences that
eliminated some bias and deepened thinking about the research process. The data
collection process and analysis procedures were explained in detail. Additionally,
reflexivity was used to maintain dependability by providing an effective and impartial
analysis. As an educator, examination acknowledged assumptions and preconceptions
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that were brought into the research process that had the possibility of shaping the
outcome were examined. Notes and documentation about my thinking in my field notes
were placed throughout the research process. The interview process was documented, and
the data generated through observations were kept in the researcher’s journal (Merriam &
Tisdell, 2016). Using this appropriate method such as triangulation confirmed that the
appropriate data collection plan was created given the research questions (Ravitch &
Carl, 2016). The process of placing notes and documentation, and the thinking process
were consistent throughout the research process for each participant to established
consistency. The data analysis and synthesis of the data were followed in the same
manner throughout the research.
Confirmability
Confirmability demonstrated how the research findings are supported by the data
and established whether the researcher is being biased during the study. As an educator
for over 35 years, and the primary instrument in the research, I brought a unique
perspective to the study, therefore, it was important to achieve confirmability.
Triangulation strategies and external audits throughout the study were used to
demonstrate how each decision was made. Guba (1981) stated that the researcher’s
positionality and bias are important aspects that are required to be scrutinized. Reflexivity
was also used by allowing the interview questions to guide in asking probing questions
until saturation was reached. In referring to the researcher’s journal and engage in selfreflection, eliminated bias that surfaced. Interview notes were reviewed to confirm the
data. A consent form was provided to each participant to ensure their willing participation
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in the interview process. Participants were informed of their role in the interview where
they were free to withdraw from the interview for any reason deemed important to them.
The study’s findings were objective because of the diligent and accurate portrayal of the
participants’ responses. Information was constantly clarified by referring to the
researcher’s journal notes for self-reflection.
Results
Thematic Findings
The analysis of the findings from the study is discussed in this section. Using a
thematic data analysis approach, codes were identified that served to indicate the
meaning of a segment of data. It was revealed that some of the participants responded to
interview questions that were interconnected to other interview questions. It was
necessary to follow the flow of their thinking rather than just try to stick rigidly to the
order of my interview questions. Probing questions were also used to allow participants
to get back on track with the flow of the interview.
Themes and Subthemes Aligned to Research Questions 1
In analyzing the data, five major themes and seven subthemes emerged that are
aligned with the research purpose and research questions. Three themes and four
subthemes were aligned with research question one and two themes and three subthemes
were aligned with research question two. The first three themes and four subthemes are
portrayed in Table 4 below. These themes and subthemes are in alignment with the first
research question. Also included in Table 4 are the codes that are connected to the first
three themes and subthemes in the first research question.
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Table 4
Themes, Subthemes, and Codes Aligned to Research Question One
RQ1: How do teachers support the bullied population of students through positive

classroom interventions?
Themes
Theme 1
Bullying Characteristics

Theme 2
Differentiating Bullied
Students

Subthemes
Types of Bullying in the
Classroom

Codes
bullied students,
bullying, shy or
outspoken, “other”.
Low self-esteem.
classroom,
population, behavior
bullying, behaviors,
school, aggressive
behavior, withdrawn,
inadequate

Types of Bullying on
Campus

bullied population
bullied students,
Population, bullying,
classroom, verbal,
cyber, population,
behavior,

Dealing with Bullying on
Campus

Theme 3
Positive Classroom
Initiatives

Capturing Kid’s Hearts
And Social Contracts

classroom initiatives,
positive, school
initiatives, teachers,
intervention, period
personal, students,
schoolyear, capturing
kids’ hearts, social
contract

Bullying Characteristics
The first recurring theme that emerged after coding and categorizing the data was
bullying characteristics. This first theme portrayed the different traits that are associated
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with bullying behaviors. To answer this question, I asked participants to reflect on the
behaviors of students and share their characterization of the characteristics of a bullying
student. I used probes when necessary, which helped to solicit, clarify, or request more
elaboration which allowed for a more open discussion. Figure 1 below, depicts
characteristics experienced by participants of students on campuses.
Figure 1
Bullying Characteristics Experienced by Participants

Low SelfEsteem

Feel
inadeauate

Shy or
outspoken
Bullying
Character
estics
Agressive
Behavior

Withdrawn

the "Other"
student

Types of
Bullying

Dealing with
Bullying

There were different views from participants on their characteristics of bullying
behaviors. From this theme emerged one subtheme which is Types of bullying in the
classroom. Participants rated these behaviors from being reserved or shy, to loud and
aggressive. For example, P8 said these students would be those who tend to be reserved
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and keep guarded in terms of their personal information but are very big on identifying
faults in others. P6 mentioned these are students who normally showed aggressive
behaviors and are not afraid to speak. They have self-confidence, which he identified as a
good thing but can be used negatively and sometimes tend to be malicious.
Participants mentioned they associated with bullying on campus and in the
classroom. These behaviors are associated with negative connotations. P10 mentioned
these students are loud, demands attention, and insecure. P1, P4, and P13 cited that these
are students who are considered “other”, which they referred to as students who may
come from a less wealthy background. They love to laugh at the mistakes other students
made, are socio-economically challenged, have emotional challenges, and seemed to be
the most deprived in the group. P13 commented:
In my experience, usually, the bullies are the most deprived students who come
with baggage and very difficult backgrounds. Typically, it seems they generally
have one parent, oftentimes, they have no parents, and they are being raised by a
family member. They have a lot of social-emotional issues and oftentimes they
have experienced trauma on many different levels. However, most times it is
misdirected rage, because of the baggage they have. It has also been my
experience that students are looking for someone to correct them even though
they push back. Eventually, they come around and expressed their gratefulness for
the patience shown.
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P9, P5, P2, and P3 described bullying characteristics they observed with their
students. They cited examples that reflected the themes that emerged from question one.
P9 mentioned:
I guess my concern will be when students try to put other students down.
Sometimes they make fun of another student. Sometimes a student would make
fun of their friend.
P5 believed that bullying is always changing. This is equated to the changing
times of the influence of technology. P2 indicated that it could be anything from students
laughing at other students and calling them nicknames while P3 stated that these students
are those who would shove, push, and roll their eyes on others.
Types of Bullying in the Classroom
This subtheme derived from the first theme and is aligned with the first research
question. Participants were asked to identify the different types of bullying they
encountered in the classroom. The data revealed that verbal and cyberbullying were the
most types of bullying experienced. However, verbal bullying is most seen in the
classroom. P2 mentioned that she has seen students bullying and when she does, she nips
it in the bud as best she can. She has also seen students making fun of others. P1 said he
has seen verbal bullying within various groups but not on a regular and widespread basis.
P4 and P9 have also experienced verbal bullying in their classrooms. They have
experienced students making comments about someone’s hair or the clothes they are
wearing. P11 and P13 believed there is a cultural divide where students picked on each
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other to show their authenticity. P1 and P6 have experienced bullying with male
counterparts due to their sexual preferences. P4 commented:
I have seen some verbal bullying, but mostly with boys that act a little effeminate.
They tend to get bullied. However, generally in my classroom, it is not a big
issue, but I have heard inappropriate comments.
Findings revealed that bullying is very common among students in the classroom.
P14 reported that name-calling has been the number one form of bullying she
encountered in the classroom. Though most classrooms have gone to a collaborative
seating arrangement, participants revealed they have seen students try to bully other
students by exclusion, by muttering under their breath, by writing terrible things on a
table, and by rumors and hearsay. Participant 12 reported that bullying happened in the
chat in their virtual classroom.
Differentiating Bullied Students
The second theme, Differentiating Bullied Students is aligned with the first
research question. It asked how to identify a student who is at risk of being bullied in the
classroom. From this theme emerged two subthemes namely Types of Bullying on
Campus and Dealing with Bullying on Campus. Participants were asked to identify
students who are at risk of being bullied. Findings revealed that these students are
identified as low academic achievers who exhibited low self-esteem, are from low
socioeconomic status families, are withdrawn and shy, have gender identity issues, and
exhibited some form of disability. P7 mentioned:
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They are usually a lot quieter. They are timid and do not like talking much and
stick to themselves. They are a little bit more reserved than our average
population.
P4 said those students would be students who are withdrawn, shy and are not as
social as others. P12 mentioned that she identified a student who has been bullied as
students who are academically challenged thus, having low self-esteem. They generally,
feel inadequate, do not fit in, or do not feel good about themselves.
During the interview P7, P8, and P9 identified students as being shy, but do not
have many friends and are afraid to participate in a whole-class discussion or even in a
group activity who are being at risk of being bullied. P5 described students with
disabilities, those students with a language barrier, students who are homeless and poor,
to be students who are often at risk of being bullied because they do not have the social
skills to interact or are afraid to participate. P4 commented:
They might have a disability such as autism or Asperger's, where they might say
something without thinking, and people automatically assume that they are not
like other kids or they are asking inappropriate questions, and then they might get
picked on. So, I think there are all different kinds of things. It is not just one
specific characteristic; they can also be the outspoken kid who is not aware of the
social norms or the cues.
P10 mentioned that students who are at risk of bullying are usually withdrawn and
lacking in social skills. Both P1 and P6 felt that gender issues and personal hygiene
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played an important part in student’s lives and can be targets for bullying. P1 commented
with the following:
Bullying can take on different forms, and it just depends on how you want to look
at it. It can be a student sitting there very quietly, it can be a part of racism, and
can also be a part of gender discrimination. It can look like all those things.
P3 equated her attentiveness to her motherly skills. She exercised her skills by
identifying students who seemed to be victims of bullying. When asked if she was able
to identify a student who might not come forward to report a bullying incident but is the
victim of bullying by his/her peers, she responded:
I usually because I am a mom. I tend to have that sixth sense of feeling things and
just perceiving things. I have spoken to students when I noticed something is not
right. I would pull them outside the classroom and speak to them just to make sure
they are okay. Normally, they will say it is okay. I cannot cast doubt because it is
what they say, but I noticed this and try to find or dig in there. My intention is to
let them know that I do realize something is not right when I pull them aside. I let
them know that I am here if they ever want to talk to someone or their counselors.
Types of Bullying on Campus
This subtheme derived from probes that aligned with the second theme of the first
research question. Participants were asked what types of bullying encountered if any in
the classroom or on campus. Participants revealed that they have encountered some form
of bullying. The findings showed that bullying does happen in the form of verbal
bullying through name-calling and online by cyberbullying. P11 believed that bullying
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happened in general, and all students are targeted for some form of bullying. P3
mentioned that:
Cyberbullying has been prevalent, and students have been posting things about
each other online thinking it is untraceable. What makes it easier is that there are
apps that students can download.
P7 mentioned that she has seen students used social media to post pictures of
other people without permission and she would be alerted by another student of its
occurrence. P1 mentioned that he has not seen any types of bullying on campus, P8 stated
that she has seen but it is not blatant and P7 mentioned that it is hard to differentiate if it
is bullying behaviors or just playing around. In any case, she would intervene.
Dealing with Bullying on Campus
This subtheme also derived from probes from the second theme in the first
research question which asked what strategies were used to deal with bullying on
campus. Participants described different approaches that materialized from their many
years of experiences. P6 went through restorative practices and mindfulness training
where he learned how to moderate situations when two students are having issues and
tackle behavioral or learning issues as they arise. P11 learned through her many years of
experience to solve issues in a calming and reassuring manner by not making a big deal
about issues in front of her students because they try to take advantage of the situation.
These issues are addressed individually with students allowing them to be aware of their
unacceptable behaviors. P13 established a zero-tolerance policy with her students:

96
I am open with my kids and I tried to establish an environment where they know
that all are welcome. They know they can confide in me. It is difficult for me at
times to identify bullying behaviors because I have many students. I have a zerotolerance policy and I would let them know that. However, in recent years, I
noticed that many students felt comfortable enough to confide in me. I encourage
them to be an upstander and to report any instance of bullying because I will call
them out and handle it. Most of the issues at our school concerning bullying, take
place outside of the classroom, mostly between passing periods. That becomes a
challenge because our campus created plenty of opportunities and space for
bullying to take place.
Participants believed that setting standards from the beginning helped alleviate
bullying behaviors on campus. Participants used various methods in dealing with bullying
issues. P12 commented that whenever she heard a mean comment, she pulled the student
aside and addressed it. She believed that her identity which is associated with a large
majority of the student body played an important role in dealing with bullying. She can
relate to the language, tradition, and culture which she used to her advantage. P2 reflected
on her online experience where she is doing distance learning. One of the ways she kept
the community of students intact is to revisit their social contract. She also utilized their
conferencing app where she would collectively reflect on acceptable behaviors in chat
rooms. P9 used the school resources to deal with most of her bullying encounters.
We started building our counseling team very well. Previously, there were just
academic counselors, but now we have an on-site social worker appointed by the
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district. We have a school psychologist and college interns who are also part of
the counseling team. I think we have a team that is very well equipped to deal
with these issues.
Participants recognized the importance of dealing with bullying issues, but
findings revealed that not all participants actively participate in curbing the behavior on
campus. P4 believed that some teachers do not actively participate in disciplining
students. P4 realized that for much progress to be made, there be a community effort to
do so. When asked how teachers deal with bullying on campus, P4 replied:
There are teachers who get to know their kids and build the communities and
have conversations with them and discuss appropriate behaviors. Then other
teachers may just pretend they do not hear anything, so they just do not say
anything. This might cause students to turn on each other. So, in those instances,
everybody has just got a green light to pick on each other.
P6 also does not feel that all participants are involved in curbing bullying
behaviors. He stated that he used awareness to teach students to be accepting.
Teaching awareness allowed students to be more appreciative of their fellow
students. This is so because they become self-conscious of their actions and in
turn would be more understanding of others. I think what happens sometimes a
teacher may ignore it probably because they have too much to deal with. They
would quietly tell a kid to “suck it up” so they may ignore it because teachers are
always running around.
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P9 mentioned that it becomes difficult to recognize at times, therefore, have a
hard time dealing with the issue. P1 mentioned that he does not see many issues of
bullying, therefore, does not have any issues on campus. P3 revisits their social contract
and P11 generally addresses the issue once she sensed that bullying is happening or is
told that it is happening.
Positive Classroom Initiatives
The third theme is Positive Classroom Initiatives. This theme provided insight
into the different options teachers used in the classroom in preventing bullying behaviors.
Through this theme emerged two subthemes which are Capturing Kids hearts and Social
contracts. This theme is also aligned with the first research question in which participants
were asked to describe classroom initiatives used, if any, in preventing bullying behaviors
in the classroom. Figure 2 below depicted the most used initiatives participants used in
the classroom to create a positive environment conducive to learning.
Figure 2
Positive Classroom Initiatives Used in the Classroom

Positive Classroom Initiatives
Capturing Kids’ Hearts

Social Contract
Findings showed that participants presented various positive initiatives used in
the classroom. Participants mentioned the importance of building rapport with their
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students. While participants reverted to the most used “Social Contract”, others reverted
to individual classroom strategies. P13 adopted a zero-tolerance policy across the board
with her students at the very beginning of the school year. She utilized an app to
encourage her students to report any incident of bullying behaviors. This established
rapport with her students where they feel free to confide in her. P11 connected with her
students by building a culture of care where she meets with students individually to
review their grades. She provided advice and whatever support, or resources to help
students thrive and feel more connected. P1 utilized games and other interactive activities
to create rapport and establish an environment that is conducive to learning. P6 used
awareness and restorative practices to establish rapport and a positive classroom
environment and P4 build a collaborative community through honest discussion in his
classroom settings.
Capturing Kids Hearts/ Social Contract
Capturing Kids Hearts and Social Contract were combined because they
contained elements that are related. These themes are a set of processes intended to create
healthy relationships between adults and youth and to support high-achieving learning
environments. Participants found it beneficial because it established, maintained, and
restored positive relationships with students. During the interviews, participants were
asked to share their positive classroom initiatives used to help the bullied population of
students in their classrooms.
Participants mentioned that they used a social contract with their students. While
the method varied in implementation, this theme was the most common and favored
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among participants. P3, P12, and P14 had similar experiences in using the social contract.
They established a social contract with their students. They do lots of team building and
go through questions which they keep revisiting. P2 created motivational activities for
students to enjoy. She does distance learning and finds creative ways to engage her
students. She used the social contract and other classroom activities to create lots of
opportunities for discussions in her classroom. In addition to the social contract, P5 used
different initiatives in the classroom such as check-in circles which she encouraged
students to share their struggles as she builds rapport. P7 used the social contract and
gave students opportunities to have personal choices such as seating arrangements and
choosing work and group partners. P8 created several daily contracts. She allowed her
students to develop individual rules. P10 does not specifically like to go through the
social contract steps and framework with her class, therefore she models everything for
her students. She believed it is built into her lessons as an unwritten understanding of
how to conduct her classroom.
Capturing Kids Hearts and Social Contract was administered by the school
district. It is expected that all teachers utilize this program, however, some participants
reverted to their individual strategies. P4 believed that the social contract would be
beneficial if there is consistency in its implementation. P8 commented:
We were all trained in it therefore, it is the expectation that all teachers have a
social contract with their students. There is, however, has been a pushback
between some teachers, but for the most part, I would say that the whole school
does not, but I think it is essential.
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Themes and Subthemes Aligned to Research Question 2
The second research question asked what classroom initiatives exist within the
curriculum to support the bullied population of students in the classroom. From this
question, two themes and two subthemes were developed. The first theme for this
research question was, ‘Bullying Training through Professional Development, and the
second was Creating Positive Classroom Culture’. Below in Table 5 are Themes,
Subthemes, and Codes Aligned to Research Question Two. Also included in Table 5 are
the codes that are connected to the two themes and subthemes in this research question.
Table 5
Themes, Subthemes, and Codes Aligned to Research Question Two
RQ2: What classroom initiatives exist within the curriculum to support the bullied
population of students in the classroom?
Themes
Subthemes
Codes
Theme 4: Bullying
Types of Training Programs
professional
development,
Training through
training, teachers,
Professional
Teachers’ perception about
school year, social
Development and
Bullying training
media
Creating Positive
Classroom Culture
Theme 5: Creating
Positive Classroom
Culture

positive culture,
intervention, class,
personal, period,
school, students,
school year, teachers,
classroom

Bullying Training Through Professional Development examined the types of
preparation teachers are given to combat bullying in the classroom. From this theme
emerged two sub-themes which are types of training program and teacher’s perception.

102
These themes and subthemes are in alignment with the second research question. Figure 3
below presented the first theme and subthemes in the second research question.
Figure 3
Professional Development Training and Teachers Perceptions

Professional
Develpment

Bullying Training Through Professional Development
The findings of this theme indicated that participants have not experienced any
direct professional training addressing bullying with the district. Participants believed
that other training such as Capturing Kids Hearts and self-directed personal training
assisted them in this area. Participants felt that professional development is essential and
would be beneficial to them. P11 and P13 stated that they have always been advocating
for teachers to get more professional development. P9, P3, P4, and P10 cannot recall
receiving any professional development training. P5 mentioned it is an area of necessity.
During the interview, P14 talked about her bullying training.
I have not received any training that is specific to bullying. I think something that
is close to it has been the Capturing Kid's Heart, but I do not think it is necessary
to combat specifically bullying. So, I do not.
Types of Training
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Participants are committed to curbing bullying behaviors but lack the skills
necessary to do so. They sought outside training to help combat this behavior. P13 has
become deeply involved with social-emotional training and doing lots of mindfulness.
She believed that those go hand in hand where the students searched within themselves to
figure out why they are feeling the way they do and identify the triggers. P6 also had
coaching in mindfulness training, awareness, and restorative practices, but not on a
recurring basis. He has limited exposure in this area and has not really had any intense
bullying training.
Those trainings are valuable and helpful even though it does take time to resolve a
simple issue. I went through mindfulness training with another district. While I
know it is not bullying, it allowed you to be aware of yourself, such as how to
breathe properly and calm yourself down which does seem to help when I use it
with my students. Because I have used mindfulness strategies in my classroom, it
really set a calmer tone and avert that rambunctious bullying environment. It also
eliminated classroom management issues.
P9 mentioned that she took a personal day off to go to an educational event and
happened to be at a program where bullying was addressed. She felt that she was
fortunate to be a part of that event. She used the skills learned to create an inclusive
classroom for her students. Participants developed individual strategies to combat
bullying issues. Some develop their own strategies to use in the classroom. This is seen
with P11 who commented:
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The thing that I do is something I have designed with my colleagues. We have
designed units, especially at the beginning of the school year. We have used the
bully documentary from Netflix for several years now in our department. We would
watch clips of it and then have discussions right at the start to help with the
overwhelming transition from elementary to junior high. I do, however, wished we
had more professional development sessions.
P8 cited her teacher training education as her very first set of professional
development opportunities. She believed that courses such as understanding child
psychology, understanding how people work and understanding student emotions can
help. She mentioned she took a couple courses in classroom management in another
district which alerted her on behavioral diversion within the classroom especially
diverting from a negative situation.
Participants reverted to the Capturing Kids Heart training offered by the district.
This training, however, is a voluntary and self-directed implementation. There are no set
guidelines in the execution of the Capturing Kids Heart program. Teachers are free to
develop individual classroom strategies. Because of this, P4 believed that the program is
not as effective. He believed that having teachers develop their classroom strategies
created confusion as there is no consistency in dealing with bullying within the
classrooms. Participants agreed that professional development that addresses bullying
would be beneficial. P4 alluded that he would love if the district could have at least one
presentation a year for the students about different topics, and bullying would be a perfect
one.
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We have people who come and give us trainings during our staff meetings. This
happens maybe once a year for about 15 to 20 minutes. They would talk about
what are the signs of unacceptable behaviors, but not directly about bullying. We
did have a weeklong training, that was called Capturing Kids Hearts, building the
community in the classroom, and getting to know your students. I do, however,
felt that indirectly, it helped curb the bullying behaviors.
Teachers’ Perception About Training
This subtheme developed from the question probe which asked about the
effectiveness of professional development programs received from the district. Findings
suggested that many participants have partaken in the Capturing Kids Heart training
session but not all participants are implementing the strategies in their classrooms.
Findings revealed that participants reverted to individual strategies in their classrooms.
P1 used games to decompose his students in class and used icebreaker questions to create
collaboration. P4 used mindfulness training.
Findings indicated that the use of the social contract derived from the Capturing
Kids heart program is the most used among participants. The social contract that has been
a useful strategy in classroom control is a voluntary strategy introduced by the district.
Participants are expected to create and implement a social contract with their students. It
was stated that there has been a pushback between some teachers about using the social
contract in the classroom. This is because every teacher can create their individual
classroom social contract and at times caused confusion. Findings indicated that
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participants surveyed are aware of and using the contract in some form, it was reported
that many participants declined to use the contract.
P5, P6, and P7 believed that having professional development specific to bullying
will increase awareness in both staff and students. P8 believed that “if everybody comes
together, and everybody just believes in curbing bullying behaviors it can be effective.
There are times people just do but they do not believe in it, so if it is not genuine then
there will not be buy-ins”.
Creating Positive Classroom Culture
The second theme that emerged from this second research question is the theme
of ‘Creating Positive Classroom Culture’. It explored the behaviors teachers displayed in
modeling personal actions in demonstrating the desired behaviors of their students in the
classroom. This theme answers the interview question of strategies used to create a
positive classroom culture which was developed from research question two. Findings
concluded that teachers involved their personal experiences in the classroom to generate
empathy with their students. Findings also suggested that participants generated creative
ways in creating a classroom conducive to learning and building rapport with their
students.
P2 indicated that her number one rule is to garner respect from and for all
students. She made herself visible for students to always recognize her presence. She
checked in with students regularly and have them work in different groups for classwork
and assignments so that students interact with other students. P3 tried to get her parents
involved in the learning process. She mentioned, “When students are aware of their
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parent’s involvement, they become more aware of their behaviors”. She created lots of
dialogue with her students and assisted with school support staff. P4 stated that the
number one thing he does to create a positive classroom culture is to get to know his
students. He gave them opportunities to voluntarily discuss current events such as sports,
athletic activities, and their weekend pursuits during their daily morning discussion. This
created rapport and allowed teachers and students to make connections by getting to
know each other. P5 capitalized on her creative writing skill by having students involved
in a variety of activities in the classroom. She remarked:
We do a lot of storytelling, and I model it for them. Students get a chance to share
their lives through stories. I start each day with a digital poll asking a pop-up
question. In this way, students can make a connection and find common grounds
to connect. I too share in this connection so that students can see that culturally,
we are all different but are the same in many ways. It opens a conversation where
kids are learning about each other in a positive way. I always start the week with
something positive that happened over the weekend. This is important because
teenagers often tend to focus on the negative, especially now when they are stuck
at home during the pandemic and do not have the freedom to hang out with their
friends.
Making connections through building rapport with students is a recurring
occurrence with all participants in this theme. It was discovered that participants explored
different ways to connect with their students. P4 motivated and pay close attention to his
students because of his mindfulness training. P6 developed the interest of her students
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through the learning process as every minute of her lesson plans is thought out for her
class. P13 developed a zero-tolerance policy but is approachable, helping, and
understanding to her students. P11 cared, respected, and appreciated her students by
allowing them to bring their cultural background and their cultural heritage to the
classroom. P1 built a close relationship with his students and developed interesting
learning activities and keeping students engaged through games. P6 welcomed everyone
to his class and always encouraged them to share during discussions. He tried to include
elements that benefit all students in his inclusion class and positively addressed all
suggestions. P7 allowed her students their choice of seating, greeting them in the morning
and afternoon and always smiles with them and created an environment where students
were free to shake hands and give high fives.
Sharing personal experiences is widely practiced with participants. In creating a
positive classroom culture P5, P8 and P14 revealed that they share their personal stories
with their students to allow them to see their humanity. P13 commented by saying:
Students have to feel like they are humans, therefore I created a classroom where
I bring out their personal experiences to let students see that side of me as their
teacher as it humanizes me to them.
P5 mentioned that she created opportunities for lots of dialogues, conversations
and writing sessions. She designed lessons that are very strategic which opened
themselves to getting personal and sharing about real-life experiences. This created a
positive cultural classroom environment.
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Summary
Chapter 4 described the emerging themes from the data analysis. Data were
analyzed using recorded interviews via zoom with teachers from the same school district.
Chapter 4 explained the setting, demographics, data collection, data analysis, evidence of
trustworthiness, and results, as well as presented the findings of each research question.
In response to RQ 1, the findings of this data analysis related to classroom initiatives that
are related to the bullied population of students indicated that participants use varied
methods to support the bullied population in the classroom. The findings also indicated
that all participants experienced bullying behaviors both in the classroom and on campus.
They can differentiate different types of bullying and used different techniques to work
with students in dealing with this behavior. Participants utilized the social contract
initiatives in their classroom where through this contract students can participate in the
designing and are held responsible for their behaviors. Participants used other techniques
that worked best for them in the classroom. Participants reported they do not tolerate
bullying and find ways of dealing with this behavior.
In relation to RQ 2, the findings indicated that professional development specific
to bullying has not been a priority in the district. Participants relied on their experiences
or get additional training outside of the school district to deal with bullying behaviors.
They agreed that professional development specific to bullying and would be beneficial
to both students and teachers. Participants also strived to create a classroom that is
conducive to learning. They employed their creativity and modeled behaviors in the
classroom in creating a positive classroom culture.
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Chapter 5 discussed the interpretation of the research findings. Also discussed are
the limitations of this study and recommendations for future study. Additionally, the
recommendations for action and implication for social change are presented along with
the conclusion of the study.
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Chapter 5: Discussion, Conclusions, and Recommendations
The purpose of this qualitative study was to examine the support for the bullied
population of students through positive culture initiatives in the classroom. I explored
two research questions which asked the following: How do teachers support the bullied
population of students through positive culture, classroom interventions? And what
classroom initiatives exist within the curriculum to support the bullied population of
students in the classroom? The essential findings emerged from participants’ descriptions
of classroom initiatives, the identification of students at risk of bullying, and the positive
classroom cultures employed by the participants. The key findings also led to
recommendations for actions in collaboration with participants’ knowledge and pedagogy
employed in their classrooms. This chapter will cover the interpretation of the findings,
the limitations of the study, recommendations for future research, recommendations for
action, and social change implications.
This section will address how the study’s major findings are related to the
literature review and themes discovered. The study’s major findings depicted five major
themes and seven subthemes that emerged from the two research questions.
Interpretation of the Findings
Bullying Characteristics
According to Hellström and Lundberg (2020), bullying characteristics can be
expressed in different ways and includes aggressive behaviors that can be direct or
indirect and physical, verbal, or relational. These bullying characteristics are aligned to
the outcome of the results of the study. Based on responses from participants, students
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belittle others, exhibited aggressive and threatening behaviors, and engaged in namecalling. This is supported in the literature by Merrin et al. (2018) who stated that bullying
behaviors included physical harm, repeated name-calling, and relational forms of
aggression like excluding someone from a group or spreading rumors.
During the interviews, participants revealed that students with low self-esteem,
who are shy and or withdrawn, and who felt inadequate exhibited aggressive behaviors
and came from low socioeconomic backgrounds. This finding is aligned with the
literature by Vitoroulis and Vaillancourt (2018) who stated that children who bully others
tend to come from lower socioeconomic backgrounds.
According to Siris and Osterman (2004), bullying is an inevitable part of growing
up but is hurtful and debilitating for the victims. Cyberbullying has revealed to be widely
experienced on school campuses and is just as evident during distance learning. This
supported the claim of Autin and Agoratus (2019) who stated that cyberbullying added
the component of making the bullying widely “public” via social media. Findings
indicated that students report instances of cyberbullying when they are victims of such
bullying behaviors.
Positive Classroom Initiatives
This theme’s findings revealed that using the social contract which is a
component of the Capturing Kids’ Hearts program is widely utilized and is favored
among participants within classrooms. Pecker (2020) found that social values and
interactions play a large role in individual decision-making. This validated the results of
the study which indicated that participants who applied the social contract established
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rules and consequences that were based on values and principles that guided students in
their activities and interactions together. Findings indicate that the social contract
allowed for building rapport, respect and curbing bullying behaviors as students are held
accountable for their actions. This is in alignment with the ecological system theory
(1977) that served as a symbol of teamwork, cooperation, community building and
respect as students are reminded of their roles as individuals in their class.
Sullivan et al. (2017) indicated that school-based prevention programs are
advantageous as they occur in a key setting for youths' social and emotional
development. Results of the study showed that not all participants utilize the social
contract but reverted to other strategies they felt worked best in their classroom setting as
the social contract is generated at the discretion of the teacher and student and does not
build consistency. This contrasts with the literature of Goldberg et al. (2019) who stated
that the most effective strategies for combating school bullying utilized a whole-school
approach, meaning they seek to change the social dynamics of the entire school.
Bullying Training Through Professional Development
Findings from the study revealed that professional development specific to
bullying would be beneficial. The benefits of professional development were cited by
Dilshad et al., (2019) who stated that effective professional development programs
engaged teachers in learning events that are comparable to those they may employ with
their students. Participants recalled partaking in a schoolwide program called Capturing
Kids Hearts which included strategies on how to build meaningful, productive
relationships with students and create a safe, effective environment for learning. This is
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in alignment with the Olweus Bullying Prevention Program which represents a wholeschool comprehensive approach that includes schoolwide, classroom, and individual
(Limber et al., 2018).
Song et al. (2018) recognized that teachers realized the seriousness
of bullying and try to intervene, some take a passive stance, while others take active
action. Participants in the study claimed that the lack of adequate skills in dealing with
bullying caused them to sometimes ignore the situation or referred the students to the
school counselors who they feel are more equipped to deal with such behaviors. This also
aligned with Hall & Chapman (2018) who indicated that not all teachers received training
on school bullying rules and procedures.
Participants revealed that they sought bullying training outside their district. The
study revealed that they reverted to creativity and years of strategic teacher training
techniques, while some utilized the social contract which is introduced in the Capturing
Kids Heart Program sponsored by the school district. In keeping with Bloom’s
Taxonomy, when teachers receive professional development, students benefit because
their behaviors improve, and learning takes place as they reduce bullying behaviors and
improve the school climate. Participants indicated that professional development is
essential as they provide opportunities to develop, master, and reflect on new approaches
to working with children. This aligned with Smith-Adcock et al. (2019) who recognized
the changing dynamics which required teachers and other school personnel to increase
their awareness and intervention efforts, develop clear school policies, and coordinate
procedures to track and respond to reports of bullying.
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Creating Positive Classroom Culture
The findings of this theme parallel that of Hoover‐Dempsey and Sandler which
suggested that learning takes place through categories of involvement through
encouragement, involvement through modeling, involvement through reinforcement, and
involvement through instruction. The study indicated that participants used their personal,
cultural and classroom experiences to model positive classroom behaviors to create a
caring and productive classroom community where students feel safe, and learning takes
place. This aligned with Prins et al. (2019) who stated it is important for teachers to value
the diversity in today’s classrooms and recognize the contributions of these differences to
themselves and their learners. Participants indicated that students felt respected when
they can take part in creating the rules through their social contracts or other classroom
techniques and sharing and respecting each other’s cultural practices. The study revealed
that students learn better, feel safer, and have better attitudes toward school which is
aligned with the idea of Prins et al. (2019) who declared that a culturally responsive
learning environment required disciplinary practices that respect the unique culture of
each learner.
Conceptual Framework Alignment
The interpreted findings of this research were viewed from the perspectives of the
conceptual frameworks of Bronfenbrenner Ecological Systems Theory (1977) to bullying
involvement as seen in figure 4 below.
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Figure 4
Bronfenbrenner Ecological Systems Theory to Bullying Involvement

Bronfenbrenner Ecological Systems Theory to bullying involvement looks at a
child’s development within the context of the system of relationships that form his or her
environment. Bronfenbrenner’s theory defines complex “layers” of environment, each
influencing a child’s development. Each layer is connected so that changes or conflict in
any one layer will ripple throughout other layers. The results from this study can be
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applied to these layers emphasizing the support participants give to students regarding the
classroom initiatives used to create a positive learning environment.
The Microsystem has factors that influence the student and teacher relationships.
Participants are closest to the students and can influence them. Results revealed that
participants strive to create rapport with their students. They allowed for class discussions
and peer interaction within groups. This flowed over to the Mesosystem where parents
are involved in the life of the students and school. It was revealed that participants
reached out to parents on occasions by sending cards and notes to connect the parent and
student to the classroom. Participants also revealed that they shared their personal
experiences and connected with students culturally in the classroom.
Limitations of the Study
While the purpose of my study was accomplished, the following limitations could
affect the interpretation of the results. The first limitation ensued because of the Covid-19
pandemic which forced schools to shut down abruptly, therefore, it was impossible to
conduct face-to-face interviews as originally planned. As teachers were grappling with
the many challenges of conducting distance learning, it was difficult to recruit teachers as
I had to use the individual emails of the teachers as my recruitment tool. This became
problematic because teachers were bogged down with many other important emails
pertaining to distance learning. Teachers were also struggling with time management
issues.
The second limitation resulted from recruiting participants from only four schools
in the district. Participants who responded to the email or were recruited through the
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snowballing procedure. Participants who were recruited through the snowballing
procedures were mostly from the same school campuses, therefore had similar
experiences when answering the research questions.
The third limitation came because of conducting this research with a small group
of participants. There are over 1,500 teachers in this district and interviewing 14
participants may not be a valid representative of the schools in the district as qualitative
interview studies have typically reported a minimum participant sample size of 20. The
number of participants in this instance depended on feasibility; scope of the research
question; and conceptual saturation (Tong & Dew 2016).
Finally, I was limited to my personal bias as an educator as I have experience in
observation and classroom teaching management. I allowed my experience as a teacher to
help to understand the teachers’ perspectives and referred to my researcher’s journal to
record my biases as I redirected my focus. I reflected on my recordings to ensure that my
bias does not affect the findings of the research in any way.
Recommendation for Future Research
In my review of this study’s findings, the limitations of this study, and the
literature review, I concluded several recommendations for future research. First, I would
conduct research to explore the impact of classroom initiatives on learning. Although the
impact on learning was not a factor, student behavior is a determinant as to how learning
takes place and the impact it makes in the classroom.
Next, I recommend that the research extend to include a larger population of
representatives from each school in the district. The findings of this study are
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representative of participants’ views of the four schools represented only and may not be
that of the entire district. Findings of a study of this nature could be beneficial to schools
as bullying is a recurring dilemma in classrooms and on school campuses.
I also recommend that research draws attention for teachers to maintain a focus on
students’ behaviors offline, as well as online. When it comes to early adolescence,
antibullying efforts targeting bullying in school settings are priority. At this critical stage
of the adolescent period, students must be comfortable and safe to participate in the
learning process.
Finally, I recommend that attention be drawn upon the relationship between the
ethnicity or the socio-economic context, religion, and gender preference of students.
These relationships change over time, and the student might play a small part in those
changes which can affect the values and opportunities in life (Ecological Systems
Theory, 2018). Understanding these relationships can create a positive teacher-student
relationship, promote academic success, help to develop self-worth, and improve
interpersonal and professional skills.
Recommendations for Action
We encourage our students to think for themselves and to avoid peer pressure and
vogue thinking. We want them to have the skills necessary to listen, analyze and interpret
the information that will be a constant part of their lives. To meet such accomplishments,
it is important to provide the necessary abilities to prepare them to succeed in life,
academically and socially. This might seem like an impossible task, however, with
collaboration and effective training, the task can be achievable. My goal was to explore
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classroom initiatives used to support the bullied population of students through positive
classroom interventions, and as a result, I propose five recommendations from the
findings of this research for others to consider when utilizing this research.
The first recommendation is related to Professional Development Training. I
would recommend Professional Development Training for participants specific to
bullying across campuses where this study has been conducted. The importance of such
training has been cited throughout this study and is recommended by all participants. This
may allow for more insight into the gap or lack of gap as participants at these school
campuses revealed they have not had any recent formal training on how to identify nor
handle bullying behaviors. This will provide teachers with adequate training skills
specific to bullying and as a result, will provide new teaching strategies to improve the
quality of instructions. Also, a further recommendation is to explore an effort employed
through these schools’ campuses where participants would receive certified mandatory
training on bullying behaviors. This is in keeping with a whole-school approach as well
as providing consistency among staff supported by Goldberg et al. (2019).
A second recommendation is to explore the possibilities for participants to make
connections with others through networking to establish collaboration about bullying
whether it is online, via skype, or in person. Teachers can collaborate on issues in a more
detailed manner and networking can help those to collaborate when school is dismissed.
Participants mentioned that most of the issues concerning bullying, take place outside of
the classroom, mostly between passing periods. That becomes a challenge as there are
plenty of opportunities and space for bullying to take place. When teachers collaborate,
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they fill the gap and bounce their ideas off each other and help each other think through
their thoughts.
A third recommendation is to establish a consistent process for dealing with
classroom strategies on bullying. Findings showed that the social contract seemed to be
favored and an excellent opportunity for dealing with bullying behaviors. Findings also
revealed that teachers have the flexibility to create their individual contracts with their
students. Participants seemed to be confused about this process and opt to follow their
individual strategies. Consistency creates accountability and builds trust between team
members. It can help to create a common language amongst teachers and or counselors
and help to eliminate or reduce bullying behaviors. When students know that their actions
have the same consequence, they understand that their behaviors will not be overlooked.
I would recommend providing a curriculum specific to antibullying that is readily
available to teachers and counselors for immediate and consistent use. It would help to
fight and prevent bullying while raising awareness of its existence through education and
discussion. Participants recognized the changing environment due to technology. There
has been a consensus among participants that cyberbullying is prevalent among students
and participants mentioned that they sought strategies in dealing with this issue.
Finally, I would recommend that everyone is trained in utilizing the curriculum.
Bullying has evolved and is changing rapidly therefore it is important that teachers and
other school personnel increase their awareness and intervention efforts, develop clear
school policies, and coordinate procedures to track and respond to reports of bullying
(Smith-Adcock, Swank, Greenidge, & Henesy, 2019).
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Implication for Social Change
The implications for positive social change include building on our strengths to
create much better results. Teachers’ support for the bullied population of students
through positive culture initiatives in the classroom is important in bringing awareness to
the classroom strategies employed by teachers to create an atmosphere for learning for
this population of students. Results have shown that teachers are genuinely interested in
creating a classroom that is conducive to learning, however, lack the skills in some areas
to adequately deal with the situations. It was revealed that although most teachers would
apply techniques and consciously work with students to curb bullying in the classroom
and on campus, some teachers would just ignore the situation or revert to school
personnel for assistance. This research study helped to fill the gap in bringing awareness
to teachers’ attitudes and pedagogy employed in the classroom.
Bullying has been on the rise as research has shown a considerable surge. It has
become a significant issue in schools and created a nationwide debate regarding bullying
in public schools and the lack of effectiveness within educational programs in addressing
the issue. Teachers are not prepared with the knowledge required for appropriate
interventions. To help students and schools conquer the bullying situations, no matter
what part they play, teachers, administrators, parents, and students need to create a
network of support and encouragement (Waters & Mashburn, 2017). Since teachers and
other school personnel work directly with students, they can precisely address the
bullying problems directly.
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The result of this study recommended that teachers engaged in professional
development that is specific to bullying behaviors. This will enable teachers to become
more aware of behaviors and will be able to adequately work with students in reducing or
eliminating this behavior. They would be able to collaborate on ideas and create
consistency with the staff when dealing with bullying behaviors.
The benefits of this study may also contribute to the existing classroom initiatives
utilized by participants. The results suggested that all the participants apply strategies and
find ways to address bullying by following the social contract or apply other techniques
based on their experience in the process. While it was revealed that none of the
participants tolerated bullying, some participants do not know how to handle certain
situations when they arise.
It was recommended that participants become aware of technology to allow for
networking among themselves. This is important as teachers can work together for a
common purpose while building trust and confidence with each other. This will also
create consistency in dealing with bullying behaviors. Such a strategy will also be
beneficial to students as they will be able to learn expectations and better engage in
learning. This will also facilitate a positive classroom community and presents fewer
behavioral problems.
Conclusion
This study explored teachers’ support for the bullied population of students
through positive culture initiatives in the classroom. The results of the study depicted
participant’s responses as they described initiatives, they applied for the bullied
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population of students in their classrooms using rich descriptions of their experiences and
provided details that assisted with the research study. Participants allowed us to
understand the ways they saw, viewed, approached, and experienced the bullying
phenomenon as they make meaning of their experiences.
Participants presented several different viewpoints on how the support of the
bullied population of students is addressed through positive classroom initiatives. The
general agreement is that these students seemed to have a plethora of issues which when
addressed using effective intervention strategies can be productive for learning and
created a positive school environment. Bullying comes in many different forms and
alternatives to alleviate bullying behaviors aimed to keep students engaged in the
classroom and allowed learning to take place in an environment that is safe and
conducive to learning. To mitigate the negative impacts of bullying behaviors in the
classroom and on school campuses, implementing alternatives that are accessible to
teachers will keep students in school and improve the overall school climate. These
strategies aimed to address student misbehavior by building strong and healthy
relationships and improving engagement in the learning environment. While the
strategies differed in content and implementation, the collective aim is to create a positive
classroom environment for students.
The results indicated that all participants perceived bullying as a negative act and
expressed their disregard for such behavior. They strived to find ways to address bullying
behaviors by adopting strategies such as the social contract where students and teachers
collaborated on classroom rules and consequences, or by reverting to techniques that
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stem from their years of experience in dealing with such behaviors. Whatever strategies
they applied, it was obvious that they are very much concerned and are interested in
alleviating or eliminating bullying behaviors both in the classrooms and on campuses. At
times, participants are unaware of, and are not adequately trained to manage student
behaviors.
The literature review indicated that understanding responses to bullying behaviors
contribute to reducing bullying and students benefit when teachers take an active stand
against bullying. The results indicated participants were invested in their efforts to reduce
and or eliminate bullying, however, they feel that a collaborative strategy is essential in
doing so. It is evident that when school staff is engaged in a collaborative effort on
bullying prevention strategies, they are more likely to feel comfortable in intervening. It
is important therefore to involve teachers and staff in the development, modification, and
evaluation of bullying prevention programs if the programs are to be effective.
The results of this study revealed participants experienced many types of bullying
both in the classrooms and on campuses. It was revealed name-calling and cyberbullying
were the two main types of bullying behaviors evident in the school. While participants
are aware of these occurrences and addressed them as they occurred, there is no
collaborative effort by the school or district to directly address these issues. The literature
review indicated collaboration amongst staff helped participants to make connections
with their students. The results of this study suggested that participants worked to build
rapport so that students feel comfortable in reporting bullying issues.
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Although the focus of this research was to determine initiatives teachers used in
support of the bullied population of students, results indicated that students’ academic
achievement improved when they feel safe and achieved empathy from their teachers.
The literature revealed that the groups with whom the individual interacts permit, or
inhibit engagement in sustained, progressively more complex interactions with the
immediate environment (Hong et al., 2010). Results also indicated that teachers presented
themselves as role models in the context of their classroom, modeling positive behaviors
for students to emulate, simultaneously setting firm limits on bullying. Modeling
behaviors by using personal experience and true personal stories of participants engaged
students and create a positive classroom environment.
Furthermore, the results of this study suggested teachers are interested in
enhancing their knowledge regarding reducing bullying in their schools through frequent
professional development training. There is a consensus among participants about the
importance of learning new strategies to improve the quality of instructions for the
bullied population of students through teacher professional development programs.
Professional development programs specific to bullying would provide teachers with the
flexibility to make changes in the way they teach their students, in incorporating
innovative teaching methods, and creatively implement initiatives within the classroom.
It was revealed that professional development specific to bullying is lacking and has not
been directly addressed for several years. Action is required to provide adequate training
for staff to address bullying behaviors is essential as it allowed for collaboration on
classroom initiatives as they expand their knowledge and staying organized and
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consistent. Acting on this issue helped to fill the gap regarding the classroom initiatives
teachers used to support the bullied population of students.
My utmost goal in conducting this research was to bring awareness to classroom
initiatives employed to support the bullied population of students because all students
must be given a chance to achieve equal opportunity at learning. Students feel safe and
protected in an environment that is conducive to learning. When teachers are adequately
prepared, they are empowered with strategies to become agents of change, therefore,
empowering their students with 21st-century skills to contribute to social change.
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Appendix A: Interview Protocol and Questions

Interview Questions
RQ1: How do teachers support the bullied population of students through positive
culture, classroom interventions?
Interview Question 1:

What characteristics do you associate with bullying in the
classroom?

Possible Probe:

What type of bullying have you encountered if any?

Interview Question 2:

How do you identify a student who is at risk of being
bullied in the classroom?
What do you do when you see such bullying

Possible Probe:

characteristics?
Interview Question 3:

What classroom initiatives do you use if any in preventing
bullying behaviors in your classroom?

Possible Probes:

a.

Is it an effective strategy?

b.

why or why not?

c.

What do you feel that it is an effective strategy or

why do you feel that it is not an effective strategy?
RQ2: What classroom initiatives exist within the curriculum to support the bullied
population of students in the classroom?
Interview Question 4:

What type of professional development have you received
to assist you with combatting bullying in the classroom?

Possible Probe:

a.

Do you feel that this has been effective? Why or

why not?
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b.

Do you feel that the PD you have received is

sufficient or what would you recommend as sufficient
professional development training?
Interview Question 5:

How do teachers support students who the observe or feel
may be targets for bullying in the classroom?

Interview Question 6:

How do you think teachers avert and prevent bullying
behaviors in the classroom?

Possible Probe

a.

Can you describe what you do in these types of

situations?
b.
Interview Question 7:

What outcomes have you noticed if any?

What strategies do you utilize to create a positive
classroom culture?

Possible Probe

Interview Question 8:

a.

How effective is your strategy?

b.

Can you describe the method you use?

Is there anything else you would like to share in regard to
classroom initiatives and the support of bullied high-risk
students in the classroom?

152
Appendix B: Alignment of Interview Questions to Research Questions

Interview Questions
1. What characteristics do you associate
with bullying in the classroom?
Possible Probing Question

Research Question or Strategy
RQ1—Qualitative: How do teachers
support the bullied population of
students through positive culture,
classroom interventions?

a. What are some types of bullying

behaviors encountered if any?

2. How do you identify a student who is
vulnerable to bullying in the classroom?
Possible Probing Question

RQ1—Qualitative: How do teachers
support the bullied population of
students through positive culture,
classroom interventions?

a. What do you do when you see

such bullying characteristics?

3. What classroom initiatives do you use if
any in preventing bullying behaviors in
your classroom?
Possible probing Questions
a. Why do you use strategy?
b. Why do you feel that it is an
effective strategy or
c. Why do you feel that it is not an
effective strategy?

4. What types of professional development
have you received to assist in creating
opportunities within the curriculum to
combatting bullying in the classroom?
Possible probing Questions

RQ1--Qualitative: How do teachers
support the bullied population of
students through positive culture,
classroom interventions?

RQ2--Qualitative: How do teachers create
opportunities within the curriculum to
determine teachers’ positive support for
the bullied population of students in the
classroom?
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a. Why do you feel that this has been
effective?
b. Why do you feel this strategy has
not been effective?
5. How do you think teachers create a
positive classroom environment through
classroom initiatives?

RQ2--Qualitative: How do teachers create
opportunities within the curriculum to
determine teachers’ positive support for
the bullied population of students in the
classroom?

6. How do you teachers avert and prevent
bullying behaviors to create positive
classroom culture?

RQ2-- How do teachers create
opportunities within the curriculum to
determine teachers’ positive support for
the bullied population of students in the
classroom?

Possible Probing Question
a. Please describe what you do in
these types of situations?
b. What outcomes have you noticed if
any?
7. What strategies do you utilize to
create a positive classroom culture?
Possible Probing Questions
a. How effective is your strategy?
b. Can you describe the method you
use?
8. Is there anything else you would like
to share regarding creating opportunities
within the curriculum to determine
positive support for the bullied population
of students in the classroom?

RQ2-- How do teachers create
opportunities within the curriculum to
determine teachers’ positive support for
the bullied population of students in the
classroom?

RQ2-- How do teachers create
opportunities within the curriculum to
determine teachers’ positive support for
the bullied population of students in the
classroom?

